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ABSTRAGT
During the second decade of the twentieth century, the great
migration of Southern Black people in search of a better life began
to relocate in noticeable numbers in the older neighborhoods of
Northern industrial centers. As Black people and other minorities
steadily moved into such cities as Chicago, New York, Detroit,
Philadelphia, etc. white neighbors, service industries and business
institutions began to move away from the core of the cities into sur
rounding suburbs. This gradual migration of Black poor people
increased markedly with each industrial war effort. By 1972 forty
percent of the twenty-three million Black Americans lived in the
North, mostly in cities with many among their numbers unskilled,
unemployed and undereducated.
During the sixties, the Johnson Administration addressed the
social and economic inequities of the poor through the anti-poverty
Vi
programs in the War on Poverty. In the inner cities some programs
proved to be effective change agents, many did not. The impact of
community participation, a major feature of the urban poverty pro-
grams, provided the impetus for the Affirmative Administration (AA)
model.
AA is a comprehensive training program model the primary func-
tion of which is to produce skilled workers from the legions of under-
skilled urban poor for business and industrial primary labor markets.
TJtilizing an administrator-instructor-student team approach to mutual
inquiry the AA model is not only designed to train students, but also
to serve as an ongoing research laboratory to initiate and perfect
effective participatory educational and training techniques.
A basic tenet of the AA model is that in order to successfully
prepare urban adults to gain and maintain open-ended employment the
training process must effectively deal with the total person. To
accomplish this end, communication skills workshops are designed to
provide student-trainees with the basic rudiments of English usage.
Specialized vocabulary training needed in the field for which they
are being trained is also stressed.
In the technical skills workshops, the students would be trained
in the vocational skills and methodologies needed to fulfill their
forthcoming job assignments. The scope of their training as well as
the curriculum would depend entirely on the hiring institution s
line of business and the training needed to fulfill particular job
specifications.
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The occupational fitness workshop is designed to train students
in the development of skills that will enable them to gain and main-
tain optimal physical, mental and emotional health. This aspect of
training is critically important to people whose previous employment
efforts have resulted in mediocrity and failure as they prepare to
meet the requirements for a successful entry into the primary labor
markets and its institutional demands.
Various aspects of the AA training process are enhanced through
microtraining. Microtraining is a scaled-down teaching encounter
consisting of several basic steps:
(1) a team of students and professional staff develop
a training concept through consultation and
research;
(2) members of the team role play the concept and it
is videotaped;
(3) the videotaped role play^is then critiqued by the
team to remove and/or rework flaws;
(A) the improved role playing of the training concept
is videotaped and replayed for critique.
These four procedures can be repeated as many times as necessary to
perfect the trainees' performances of the skills. The microtraining
technique provides total team involvement, immediate feedback
and
positive reinforcement.
Through its relevant, flexible training structure,
the
Affirmative Administration training model provides a
positive
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alternative to current expensive and ineffectual welfare program
practices. AA is a system of delivery of skilled workers from
depressed and potentially explosive inner cities to the business
institutions in need of skilled workers. Hiring institutions sponsor-
ing AA training programs gain specially trained workers, as well as
an improved community.
/
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CHAPTER I
THE PROBLEM
INTRODUCTION
Education and occupation are recognized as key variables of an
individual’s socio-economic viability and have pervasive influence
on other facets of life. The level and nature of education a .
person has the opportunity to attain has great bearing on his pres-
ent and future social stratification. Consequently, in a nation
dedicated to, or at least legislated to providing equal opportunity
for all of its citizens, this fact should find relevancy in the
concepts and curricula of its educational institutions.
The rapid decline of the urban areas of America, the world’s
richest and most powerful nation is well documented, and attempts
to reverse the trend are legion in number and failure. Left to
exist in the ruins of the cities and their increasingly decaying
institutions is that segment of the population occupying the lowest
rungs of the socio-economic structure.
Ranking highest on the scale of institutional needs of these
urban poor is education—the acquisition of knowledge and training
that will provide them with the skills to more successfully manipulate
their own socio-economic destiny. Therefore, the educational
needs of the urban poor will have to be realistically defined, and
research needs to be constantly conducted, analyzed, redefined and
reassessed toward producing workable solutions to the pathogens of
2
poverty.
What is required are new concepts of urban education for its
student-trainees, many of whom live at or below the official minimum
subsistence level and most of whom are Black and Hispanic. Concomi-
tantly, built into the design of such concepts should be the optimal
fail-safe factors of "by, for and of the people" to be served.
This study, then, discusses such a concept—Affirmative
Administration—as a realistic process to make adult educational and
training programs work. Aff irmat ive Administration (AA) is an admin-
istrative process that breaks down traditional hierarchical barriers
between professional staff members and student-trainees and sets up
instead staff and student teams devised to achieve specific tasks.
The AA approach stresses consultation among team members and partici-
pation of the whole team to create an environment of mutual inquiry,
mutual trust, mutual investment and growth. Within this equitable
concept, everyone learns through sharing and earns by doing. Ideally,
one begins where he or she is "at" and succeeds according to his or
her capacity in an effective educational process.
3The Failure of Existing; Administrative Techniques
for Urban Programs
The problem with most programs designed to provide education
and training for urban people is that not only have they failed to
provide the student with the foundation and opportunity for higher
education, or with a job; and not only have they failed in the
customary ways where administrators, teachers and programs are,
hopefully, held accountable and reforms instituted, but they have
also failed to meet basic intellectual and social needs of whole
groups of the student population. All the while some students and
teachers are in the classrooms, administrators are in their offices
and self-serving bureaucrats are developing more rigidities which
lessen the abilities of the program to succeed. Any administrator
who wants to survive in such traditional urban programs should know
administrative theory and techniques which include dealing with
policies, programs, personnel, paper work and the like. This,
however, is not the focus of this study. Interest here is in the
development of administrative techniques which change the basic ways
in which academic and training programs for urban student-trainees
are devised and implemented.
Obviously, everyone going into administration has to take
advantage of his or her own training, skills, experience and
insights, as well as the type of program, location, funding and
political structures with which one must deal. Offered here is not
a complete taxonomy of these factors. Emphasis is on Affirmative
4Administration through which administration of urban educational
programs can be transformed so that urban community institutions
will be positively affected and success Instead of failure can become
the norm.
Affirmative Administration is an administration which validates
the intrinsic worth and dignity of the individuals for whom the
administrative structure exists, and develops administrative
techniques which confirm and reinforce the concept of fundamental
human merit. The need for change in administrative technique is
clear. Morris Janowitz speaks of this need in Institution Building
in Urban Education ;
. . . the development of the appropriate social and moral
climate should be an end in and of itself. It should
be a demonstration that the school system has accepted
the responsibility of treating its pupils with funda-
mental dignity and of enhancing their self respect . . .
The establishment of the appropriate school setting or
milieu is of the highest pragmatic importance if (stu-
dents) are to develop their vocation and academic skills
and interests.^
Too many administrators are concerned with "paper needs" rather
than "people needs" yet the outstanding resource of any society is
its people and their development. The urban poor have been particu-
larly neglected in. the development of their resources.
Accurate analyses and solutions to educating and training inner
city students have been blocked because the organization and adminis
tration of compensatory and remedial programs have too often been
assigned to middle-class, professional administrators and educators
whose education and mainstream cultivation has negated the scope
and depth of attitudinal understanding necessary to design and admin-
ister programs that indeed break the economic and educational barriers
behind which ghetto-dwellers live, work and learn. Culture-bound
educators are also limited in their interpretations of class and
caste distinctions as they apply or do not apply to learning poten-
tial. It is difficult to know how to define the term "disadvantaged.”
Does it mean not economically advantaged (poor)? Or does it refer
to certain social traits and life styles v/hich have been develcJped
to compensate for economic deprivation in an affluent society?
Perhaps the most important factor in understanding the urban
poor is that many of the myths about Black and poor people share a
common base—the assumption that being without money means being of
low class. In his book, The Strength of Black Families
,
Robert Hill
states
:
. . . the common practice of equating class correlates,
such as income, education, or occupation, with class
styles of life or values ... is most likely to occur
when an investigator forgets that income is only a corre-
late of class lifestyles or values and treats it as if it
were synonymous with the concept. He really believes that
all "middle-income" persons are "middle-class" and all "low-
income" persons are "lower-class," and fails to realize
that many low-income persons have "middle-class" values
and lifestyles, while many middle-class persons have
"lower-class" values and lifestyles.^
The late Mike Todd, the Holljn^rood producer and self-made million-
aire stated it succinctly when he said he had many times been broke,
but never poor. Nikki Giovanni in her poem "Nikki-Rosa" discourses:
6And though you're poor it isn't poverty that
concerns you
and though they fought a lot
it isn't your father's drinking that makes any difference
but only that everybody is together and you
and your sister have happy birthdays and very good
Christmases
and I really hope no white person ever has cause
to write about me
because they never understand
Black love is Black wealth and they'll
probably talk about my hard childhood
and never understand that
all the while I was quite happy^
There is a vast difference between being without enough money
and being without hope. Thus, it is possible for a person, a family
and a neighborhood to be of "low-income" and have the values and
aspirations that the social scientists would classify as "middle-
class." The reverse is also an obvious reality in every strata of
American society. Among the upper-class such people are often
referred to as the "nouveau riche." And if they are Black people,
they are simply looked upon as people who may have money, but "no
class.
"
The lack of exposure to various aspects of cultural and economic
affairs due to constrained mobility among lower socio-economic
groups, as compared to the middle-class, has been supplanted by
visual literacy made possible through mass media. The differences
made through broader exposure have developed expectations and
attitudinal changes yet to be determined, let alone evaluated by
social scientists and educators.
7How, then, should educators rate intellectual potential and
expectations of "disadvantaged" as compared with "advantaged" stu-
dents? What kind of educational programs will meet the needs of
Inner-city students? The answers to these questions would seem
apparent because there are a myriad of opinions expressed in the
literature on the disadvantaged. Too much is unknown about social
and psychological effects of economic deprivation, especially in
the subjective realm. Too much is unknown for the evaluative tools
to produce conclusive results, thus the literature is deficient.
Among educators, however, one point of agreement is universal
—
the status quo is not answering the needs of the inner-city com-
munity. There is clear evidence that educational programs for
urban people has resulted in a loss of faith between the community
members and the educational institutions that are supposed to serve
them. This disjunction can only lead to an untenable situation of
further alienation.
Success in urban education programs has been so sparse that
credence is loaned to the notion that they are designed to fail
and therefore few changes representative of the needs and desires
of the community members served need to be dealt with by the
beneficiaries of the status quo . Traditional administrators have
little to offer to the success of such programs because of their
cautious approach to new knowledge. In his article, "Social
Psychological Factors in Knowledge Utilization," Richard
Schmuck
asserts
;
8ihe administrator's reJuctance to transform new knowledge
into revised practice very often is strongly supported by
his fellow administrators. Through the joking comrade-
ship of peers, the administrator is reinforced in his
belief that scientific knowledge applies to ideal condi-
tions and that such circumstances seldom are present in
schools, especially his school,
. . . Peers unconsciously
collude to keep the status quo by supporting a response
of futility in relation to the introduction of nev/
approaches. By so doing, each feels relieved of the
responsibility for putting new knowledge to use.^
In the urban milieu that status quo in educational Institutions
is challenged when political or financial gain is to be made by
introducing yet another program designed to address some aspect of
the problems of the ghetto for which location the government has
allocated new funds. Too often the innovations are put into use
only superficially with the result that new positions and assign-
ments are added to the bureaucracy thereby enhancing the vested
interests already established. James D. Koerner says;
As is true of many other fields, one of the greatest
obstacles to reform in education is administrative
inertia. Having grown into an immense academic indus-
try with a top-heavy bureaucracy, and thus with a giant
complex of jobs, power, and vested interests to protect,
education has been stuck on dead center for a long time.
Educational administrators look with the same misgiving
as those in other areas on the innovator, or any radical
departure from the status quo; in education, in contrast
to other fields, there are as yet insufficient forces to
oppose the policy of stagnation.^
New approaches to the solution of urban education must be
developed, implemented and evaluated which include a broader per-
spective on administration. This will be the focus of the following
chapters.
8The primary concern of this study is to present the Affirmative
Administration model concept and demonstrate its utility in meeting
educational and training needs of inner-city adults. Four major
areas will be discussed:
1. The urban poor in historical perspective;
2. The need for success in corporate and community
structures
;
3. The structure and implementation of a curriculum
to meet the specific needs of inner-city adult
student-trainees through the Affirmative Administra-
tion team approach; and
4. The administrative principles and innovations
utilized in the Affirmative Administration model.
CHAPTER II
HISTORICAL PERSPECTIVE OF THE URBAN POOR
Black people have been victims of an adverse tradition of
exploitation. From the bonds of servitude, they were delivered into
caste and class distinctions that have continued to serve as the
economic and societal framework for racism and poverty. To appre-
ciate this background of the major urban population with whom this
study is concerned, we will take a brief overview of the circum-
stances of their migration from the Southern rural and urban loca-
tions to the Northern urban centers.
The pattern of socio-economic disadvantage since the cessation
of slavery is easily traced. Black people were concentrated in the
South, one of the poorest and most economically retarded regions in
the United States immediately after the Civil War. The great
majority of the four million formerly enslaved Blacks, after a very
brief respite from their enforced plantation labors returned to work
on farms under circumstances very similar to the pre-war conditions.
Sharecropping and tenant farming became a way of life for genera-
tions of Southern Blacks.
Though the economic reconstruction of the South was compara-
tively rapid after the war between the states and the industrial
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and business community boomed, the resulting jobs went to the white
population. There was a general migratory trend toward cities where
industries such as textile manufacturing, tobacco processing, iron
and steel production, coal mining, flour mills and service industries
were providing thousands of jobs. Both whites and Blacks were moving
toward the burgeoning Southern urban centers such as Nashville,
Atlanta, Durham and New Orleans. Employment in these areas, however,
continued to be distributed along racial lines. The whites worked
in the industries and stores while Blacks worked in the low-paid
unskilled and personal service occupations. Blacks, who even during
enslavement had been highly skilled artisans, found their talents
unsaleable in the segregated industrial market and had to hire out
in the most menial of unskilled occupations.
— ' During the period between the end of the Civil War and World
War I, the greater number of Blacks who migrated at all moved from
the rural to the urban centers within the South. It was not until
during and after World War I that the great migration of Blacks
from the South to the North began. As their living and working
situations had not changed materially in the South since freedom,
the lure of better employment in the war-related industries of
the
North, wider educational opportunities and greater personal
freedom
was the motivation behind their exodus.
After the war and during the years of the Depression,
the
migration continued for the same basic reason though the
form of
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economic security differed. With the decline of war-related produc-
tion, the great industries of the North laid off millions of workers
and various forms of public assistance were instituted. As else-
where, employment in the South became scarce and whites replaced
Blacks even in the lowest and least remunerative of occupations.
Public assistance funds v?ere distributed first to the white popula-
tion and were systematically denied to most Blacks in the South for
whom starvation often became an imminent reality. Thus, the migra-
tion to the North continued because there it was easier to obtain
relief.
As the economic effects of the Depressioia subsided and with
the onset of increased production for what became the Second World
War, Blacks' migratory patterns persisted from the South toward
centers in areas of the nation where wartime industries stepped up
their operations. Traditionally, and perhaps simply because of its
proximity to the South, the Northern industrial region absorbed the
major portion of those Blacks coming from the South. Still another
reason why more Blacks migrated to Northern cities rather than to
the Midwest and the Far West was because in the initial migration of
Blacks from the South, most went to the relatively near North and
those who went later followed their kin.
However, during World War II the shipbuilding centers of the
South and the aircraft producing centers of the West attracted many
Black workers. Undergirding this migratory period were manpower
13
shortages and lucrative federal contracts containing specific non-
discrlminatory clauses which forced employers to hire Black and
female workers in both semi-skilled and skilled positions throughout
the nation in defense industries.
At the end of the war, all over the country, but especially in
the South, Black workers were phased out along with the federal
contracts and because of the return of the white servicemen in need
of jobs. The new factories whose modem equipment had been utilized
in support of the war effort were converted to peacetime production
of machine-made goods which replaced the handicrafts of the once
valuable, if ill-paid Southern labor. Tractors, processing machines
and trucks were now widely used in the cotton, tobacco, lumber,
furniture and other industries of the South. Even laundries were
mechanized and became commercial shops. This mechanization
increased the number of closed union shops from which Black workers
were excluded. When unions forced management to train machine
operators, pay higher wages and insure the physical welfare of
laborers, the job openings were filled by white, not Black workers.
To this day, most of the same unions retain clandestine nepotistic
practices, if not actual, illegal, written clauses of exclusion.
Thus, machine-operating, unionized, "white man" jobs displaced the
artful or hard labor and unskilled "Black man jobs. The Black man
once again had to look elsewhere for employment. Again, it was
logical that he should look "up North."
lA
For decades Chicago, New York, Detroit and Philadelphia had
been viewed as cities of promise for Black people in search of new
economic and educational opportunity. This was especially true for
Black people who had served in the armed forces and/or had held jobs
in the defense industries and were unwilling to return to their
former low economic status in the South. The out-migration of
Black people from the South from the end of the Second World War
until the present accelerated so sharply that approximately forty
million Black Americans now live in the major central cities of the
North of which New York, Detroit and Philadelphia have the largest
Black populations.
The following table reflects these changes in the percent dis-
tribution of the Black population by region in 1950, 1960, 1970 and
1972.
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TABLE I
DISTRIBUTION OF THE BLACK POPULATION
BY REGION AlH) YEAR
BLACK POPULATION 1950* 1960 1970 1972
United States, millions 15.0 18.9 ' 22.6 22.9
Percent, total 100 100 100 100
South 68 60 53 52
North 28 34 39 40
Northeast 13 16 19 20
North Central 15 18 20 20
West 4 6 8 8
*Data excludes Alaska and Hawaii
Source: U. S. Bureau of the Census, Current Population Reports,
Series P-23, No. 46, The Social and Economic Status of the Black
Population in the United States. 1972 , U. S. Government Printing
Office, Washington, D. C. , 1973.
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Despite the increasing number of Black people in these centers,
and in spite of the federal and state laws disallowing racial dis-
crimination, local agencies have managed to effectively maintain
caste and class de facto segregation in housing, schools and jobs.
Unlike foreign immigrants of the past, most Black migrants to the
older neighborhoods of the major central cities found that the
Northern urban-industrial centers had little need for unskilled
labor and handicrafts. Thus, the "slavery problem" of the 19th
century became the "Negro problem" of the 20th century and evolved,
in the latter half of the century, into an issue which came to be
described by such catch-all phrases as; disadvantaged, culturally-
deprived, hard core, lower socio-economic groups and ghetto or inner-
city dwellers, etc. All of these terms are applied to urban, poor,
non-white people who suffer from caste and class discrimination.
The palliative measures designed to alleviate the environmental con-
ditions that engulf the disadvantaged have not effectively stamped
out the phenomenon of multi-generational urban poverty.
In 1968, the Keimer Commission reported:
About two-thirds of the lowest-income group—or 20 per-
cent of all Negroes—are making no significant economic
gains despite continued general prosperity. Half of
these "hard core disadvantaged"—more than two million
people—live in central-city neighborhoods, . . . they
make up about 16 to 20 percent of the total Negro popula-
tion of all central cities, and a much higher proportion
in certain cities.^
The following table shows that between 1959 and 1972 the number
of whites living below the low—income level decreased by half while
.17
the iiuniber of Blacks below the low—income level decreased by only
40 percent and actually increased between 1969 and 1970 and again
between 1971 and 1972.
TABLE II
PERSONS BELOW THE LOW-INCOME LEVEL
.
1
YEAR PERCENT BELOW LOW- INCOME LEVEL
Negro and Other Races Negro White
1959^ 53 55 18
1969 31 32 10
1970 32 34 10
21971 31 32 10
1972^ 32 33 9
^Low-income threshold for a non-farm family of four, $2,973
^Low-income threshold for a non-farm family of four, $4,137
\ow-income threshold for a non-farm family of four, $4,275
Source: U. S. Bureau of the Census, Current Population Reports,
Series P-23, No. 46, The Social and Economic Status of the Black
Population in the United States, 1972 , U. S. Government Printing
Office, Washington, D. C., 1973.
As Blacks and other minorities had moved in large numbers to
urban areas, white residents and businesses had moved in larger
18
numbers to the suburban areas. The "white flight" deprived cities
of vital tax and consumer funds required to adequately maintain their
social and service institutions. Thus, the ability of the city to
provide economic and social security to its inhabitants was diminished
by lack of resources and humanitarian interest and eroded by the
same racist attitudes which had prompted the mass exodus to suburbia.
The Kemer Commission stated that the future of all major American
cities depended upon the choices that were made in the late sixties
—
and are still being made. In spite of the presidential declaration
of less than three years ago that the crisis in the cities was over,
it is clear that the Commission's prediction was correct:
The nation is rapidly moving toward two increasingly
separate Americas. Within two decades, this division
could be so deep that it would be almost impossible to
unite ... a white society principally located in
suburbs . . . and a Negro society largely concentrated
within large central cities.
^
The critical by-product of this continuing physical and intel-
lectual separation of the races is the increasing inability of each
to upgrade themselves or the other. Thus, the seventies are witness
to the denigration by the dominant society of all that is holy
(moral and just) , and the concomitant lack of respect by the
minority society for the authoritarianism and establishmentarianism
of a system of governance which has bent every effort to
preserve
the status quo : white persons first and most, non-white
persons
last and least.
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The majority of Americans, many of whom are only a generation
or two removed from immigration, adhere to rigid ethnic and class
discriminatory attitudes based on what Kenneth Clark and Jeanette
' Hopkins describe as "The Puritan
-Horatio Alger Tradition" in their
book, A Relevant War Against Poverty ;
The assumption of this tradition is that thrift, firm
»
3nd good moral character tend to insure prosperity
and personal success, and that a condition of poverty is
related to the personal moral fiber. The further assump-
tion is that it is the better part of wisdom to withhold
public help and aid lest indulgence reinforce weakness
and limit the motivation of those others who have, by
virtue of fortitude and persistence, succeeded in achiev-
ing success themselves,
3
This attitude ignores the fact that conditions of disadvantage
in an affluent society continue to breed that deprivation of basic
needs—employment, housing, education, health care and legal
protection—^which causes the continuation of poverty. The economic
system is structured to bypass poor people in the distribution and
use of the resources and rewards of our technological society.
Thus, a subsystem of poverty has been created within our society,
stemming from the interaction between the haves and havenots.
Darrell Anderson and John Niemi speak of this interaction in Adult
Education and the Disadvantaged Adult ;
In urban slums . . . the hard core poor have developed
their own self-contained social system. . . . These
victims, in turn, learn to accommodate themselves to a
disadvantaged status and in so doing, reject the values
of the society which is responsible for their plight.
This interaction . . . must be modified on a massive
scale if the problem of poverty is to be resolved.^
20
Occasionally, an effort has been made to break the cycle as in
the presidential mandates of Roosevelt, Kennedy and Johnson. During
the 1930 ’s, Rranklin Roosevelt included the National Youth
Administration (NYA)
,
Civilian Conservation Corps (CCC)
,
and Works
Project Administration (WPA) in his programs to offset nationwide
poverty in the Depression years.
President Kennedy attacked racism as a moral issue and demanded
a strong civil rights bill of the Congress. This groundwork resulted
in the 1964 Civil Rights Act secured by President Johnson. On
March 16, 1964 President Lyndon B, Johnson made a speech to the
Congress in vdiich he called for a nationwide War on Poverty, the
goal of which was "an America in which every citizen shares all the
opportunities of his society, in which every man has a chance to
advance his welfare to the limit of his capacities."^ The objec-
tive was total victory.
The self-concept and expectations of Black people were strength-
ened by the legislative enactments to guarantee the civil rights of
all citizens and by the hard work of civil rights groups. The
emergence of Black nations also affected the attitudes of Black and
white Americans alike. More than ever Black people demanded their
constitutional rights on the national and local levels, and a
multitude of programs designed to improve the economic and social
lot of urban and rural poor commenced. A decade later, however,
Inadequate housing, jobs, educational opportunities and health care
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delivery services are still the major causative factors affecting
the plight of the poor.
Yet, the conventional wisdom is that through education, the
masses can be enabled to pull themselves up by their own bootstraps.
Thus, the public schools system should work as well for urban Blacks
as it does for suburban whites. It should have eradicated the
social disease of poverty and deprivation generations ago. What is
it about our educational policies
,
programs and processes that has
failed to move the urban, poor Black out of poverty and deprivation?
Except for an enlightened few, it has historically been the
view of most educators and non-educators alike, that Black people
are intellectually inferior to non-Black people. Both white and
Black America have been miseducated to regard the Black race as
functionally inferior. Early efforts to educate Blacks, while
perhaps sincere, were misguided for the effort was more toward
socialization than intellectual development.
In the 19th century when the education of all citizens was
legalized by the federal government. Blacks were systematically
steered toward industrial rather than liberal arts education because
of the belief of the dominant society that Blacks did not have the
intelligence to absorb and/or contribute to intellectual pursuits.
For the most part, those schools which did allow a liberal arts
education for Black people, especially beyond the high school level,
were restricted mainly to teacher-training, theology and the healing
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arts. The overwhelming percentage of graduates from even the
Southern Black colleges from the latter part of the 19th century to
the first half of the 20th century were teachers; the next largest
percentage were preachers, and the smaller, yet a significant propor-
tion, were doctors of medicine and dentistry.
From the earliest massive efforts to educate Blacks after
Emancipation down to the present day, at the heart of most policy-
making decisions regarding education of Blacks is the pragmatic
function of training people for work—manual labor. Yet the
Montgomery Advertiser of January 8, 1900 explained that:
The undeniable truth is that the Negro is not fitted by
nature or habits to perform successfully any work which
requires skills, patience, or mental capacity. There is
something lacking in their brain and in their body.
Their minds cannot comprehend the intricacies of the
fine mechanical work and their hands cannot be trained
to accomplish it.^
Industrial training was introduced into the Black public schools
of the North in the early 1900' s even though it was a fact that few
white employees would actually hire Blacks for jobs operating machines.
Again, there was that superstition that Blacks and machines could
not mix. And just as was the case with vocational training in the
past, today once a Black worker has acquired a skill or a set of
skills, he often must acquire another and another, or develop
yet another strategy to obtain a job. Often the job he or she gets
does not utilize the skills learned. Thus, it becomes understandable
that students in the classroom so often find their education
irrele-
vant and non-productive.
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The strengths, virtues, potential and achievements of the Black
race have been historically ignored. Indeed, until the demands of
the Black Revolution of the sixties, except in rare instances, the
intellectual and industrial accomplishments of the Afro-American’s
ancestors in native Africa and in America were neither known nor
researched by those who designed the curricula of educational insti-
tutions. This careless attitude toward the contributions to world
civilization of a significant proportion of the world’s population
is ethnocentric in base.
However, despite the cleavage in American society, and in spite
of the ethnocentrism of the dominant group, the inner-city poor.
Black people have demonstrated their strength and ability to over-
come odds by managing to survive in an alien and hostile, exclusive,
urban-industrial environment. Yet, their ability to advance through
education and habilitation is still seriously doubted by "experts"
because of ghetto environmental conditions considered too severe for
educational and training success.
In Dark Ghetto , Kenneth Clark defines the two conflicting points
of view concerning education in the ghetto, "one, that the pupils do
not learn because they cannot; the other, that they do not learn
because they are not taught."^ Dr. Clark continues;
, . . the individual differences
attitudes makes teaching more or
in experience, skills and
less difficult.
8
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He also admits that:
... it is not unreasonable to expect that some of these
differences will stem from differences in cultural or
economic background. What has not been demonstrated
,
however, is that these differences constitute a perma-
nent barrier to learning . 9 (Italics mine.)
There are many examples of educational enterprises which prove
that these differences need not constitute a permanent barrier to
learning. One outstanding example of this is the Harlem Preparatory
School, a remarkable college preparatory school in Central Harlem
where the admissions procedure deliberately ignores former school
records or recommendations. Instead, a faculty and student team
interviews the prospective student to determine his strengths and
evaluate his seriousness concerning the furthering of his education.
A seventh-grade reading level and freedom from drugs are the only
entrance requirements. Most of the students have dropped out of
New York high schools. A year or two after leaving public schools
vjfiere many students felt their teachers did not believe they could
learn and did not care whether they learned or not, they have
entered Harlem Prep where 85 percent of them succeed in finishing
high school, taking college entrance examinations and being accepted
at the top colleges and universities in the country.
In Brooklyn, New York, another example of an effective
educa-
tional program can be found in the University of Massachusetts-
Brooklyn Career Opportunities Program which is designed
to provide
an educational career ladder to low-income urban
adults currently
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serving as paraprofessionals in five districts of the Brooklyn
schools and aspiring to professional positions in education. Before
entering Brooklyn COP
,
the typical student was underemployed,
unemployed or a member of the armed services who considered earning
a college degree and becoming an educator a goal out of reach. The
ages of the students range from early twenties to late fifties. This
four-year program has graduated over forty students and will gradu-
ate more than one hundred more in 1974. For these students, the
vicious cycle of undereducation and underemployment has been broken
as they become educators, classroom teachers and administrators.
The same cycle-breaking habilitation is taking place through
the Modem Office Skills Program (MOST) of The Travelers Insurance
Company of Hartford, Connecticut. This program, designed to train
undereducated and underemployed minority women for clerical jobs
at Travelers, has been eminently successful in producing valuable
and highly motivated employees in spite of their socio-economically
deprived backgrounds.
In this writer’s opinion, these programs have succeeded because
they have consciously sought to recognize, reinforce and build upon
the integrity and strengths of the student's character and native
ability rather than attempting to restructure the person and push
him into a counter-cultural mold where lack of fit is probable and
failure an ever-present danger. As Carter G. Woodson told us as
early as 1933:
I
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To educate the Negro, ve must find out exactly what nis
background Is, what he is today, what his possibilities
are, and how to begin with him as he is and make him a
better individual of the kind that he is,10
I
1
CHAPTER III
THE NEED FOR SUCCESS—A CRITICAL FACTOR
A decade ago when Silberman’s Crisis in Black and White was
published, he commented on the fact that the nation's educational
institutions successfully met the demand of making a smooth transi-
tion from an agrarian to an industrial society through vocational
education.^ However, in making the transition from an industrial to
a post-industrial, human service oriented society, we have clearly
failed. High schools offer diplomas to functional illiterates who
then cannot obtain gainful or meaningful employment. Schools pro-
duce people who are unskilled literates with an undergraduate degree
but practically unemployable. Finally, universities grant advanced
degrees to persons trained in highly specialized disciplines which -
may become obsolete in less than a generation.
Still, the nation’s and the world's demands for goods and
services escalate. Thus, the unemployment rate indicates more than
a lack of available jobsj it also reflects a shortage of qualified
.workers. In other words, we are wasteful of our tremendous resources
of people, their lifetimes, and ample tax-generated funds.
In recent times shortages have been especially acute among
skilled clerical workers, industrial workers and technicians.
Unless
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there are effective major steps taken to improve manpower development
for business and industry, studies forecast increasing shortages of
skilled workers.
For example, by 1975, the construction industry will need
31.7% more workers than it did in 1965; service industries
will employ 42.3% more workers; trade and commerce will
have jobs for 27.1% more people than in 1965.2
This dilemma the nation faces is borne of the fact that employers
have difficulty filling their vacancies, yet there are large numbers
of unemployed workers.
In 1972 there was an increase in the number of non-white
unemployed workers. The number of jobless Black workers rose averag-
ing 955,000 for the year. This figure represents 10 percent unemploy-
ment on an annual basis for 1972 as compared to the significant
decline in the unemployment rate for white workers of from 5.4 to
3
5.0 percent between 1971 and 1972. In other words, for every one
white worker unemployed in 1972 there were two Black workers
unemployed, a long standing two-to-one ratio of economic discrimina-
tion which is reflected in the chart on the following page.
Over the past decade during the time of the highest employment
booms, millions of workers were unemployed or underemployed. While
it would appear that these facts suggest a valuable resource for
filling jobs, most of the willing potential employees among minority
urban adults lacked the necessary training to qualify for jobs that
call for skills, semi-skills or previous experience to which they
CHART 4
Unemployment rate remained high
among Negro workers in 1972, while
edging lower for white workers...
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Source: The
Emerging Labor
Force, Council on
Trends and Perspec-
tive, Chamber of
Commerce of the
United States,
Washington, D. C.
,
1970, p. 7.
Note: Quarterly data are seasonally adjusted.
Source: U.S. Department of Labor.
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had not been exposed. The labor market tends to match workers viewed
as trainable with upwardly mobile training opportunities; however,
when people are burdened by such considerations as color and location,
they must be given a head start through a pre-training process that
in.sure their foothold on a training ladder of adequate height.
Unemployment rates have been significantly higher for people
who live in the concentrated urban communities. As a result of
long periods of unemployment, many of these workers are left no
alternative except the minimal subsistence of public relief. The
unprecedented growth of the number of welfare recipients during
recent years has been directly affected by the increasing number of
inner-city unemployed whose circumstances have made acceptance of
public relief a viable alternative.
Unless the present hiring practices are changed and educational
and training institutions address themselves to the problems of the
unemployed adults in their communities, unemployment rates will con-
tinue to climb and welfare rolls will continue to swell. Labor
shortages are projected to increase in the occupations that already
experience the most severe shortages; i.e. , the service occupations,
professional white collar occupations and jobs requiring technical
skills.
The following table reflects the occupational outlook for the
1970' s:
31
TABLE III
Occupation
Percent
1965
Distribution
1975
Percent Change
1965-75
Total 100.0% 100.0% 22.8%
White Collar 44.5 47.9 32.5
Professional, technical 12.3 14.5 45.2
Proprietary, managerial 10.2 10.4 25.3
Clerical 15.5 16.5 30.8
Sales 6.5 6.5 23.0
Blue Collar 36.7 34.0 13.6
Skilled craftsmen 12.8 12,9 23.6
Semi-skilled operatives 18.6 16.9 12.0
Unskilled laborers 5.3 4.2 -3.0
Service 12.9 14.2 34.5
Farm 5.9 3.9
-18.9
Source: The Emerging Labor Force , Council on Trends and
Perspective, Chamber of Commerce of the United States,
Washington,
D. C.
,
1970, p. 7.
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Another problem that interfers with the urban adults' employment
possibilities is that industrial plants and business institutions once
located in the urban areas have relocated to suburbia, thus many jobs
are harder to get to for people who live in inner cities. Most jobs
are population-based and without being able to afford to move to the
suburbs the number of minority members among the ranks of population-
based suburban employment is limited. Middle-income, segregated,
suburban housing and the lack of transportation create major obsta-
cles for the urban job force to fill the suburban job demands.' In
April, 1970 the National Committee Against Discrimination in Housing
(NCDH) published a report on the Tri-State New York region's develop-
ment policies which they labelled racist and economically discrimina-
tory. Of the ten salient points mentioned in their report, point
six best illustrates the problem:
6. The suburban counties studied which experienced
the largest increase in total employment over
the period have also been those which enlarged
their resident minority labor force least sig-
nificantly: Nassau: 122,000 more jobs in
1959-67; resident minority labor force up 7,500
and total minority population up from 3.6 to
4.9 percent during 1960-68; Bergen: 75,000 more
jobs, 1959-67; resident m.inority labor force up
only 3,000 and total minority population increase
less than .5 percent.^
“
The report further acknowledges that more aggressive enforcement of
open housing laws, a supply of lower -cost housing located near jobs
that minority workers of suburban industries could afford, fair
employment practices and training programs that would attract the
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Black and Hispanic workers of the urban centers would help to over-
come the problem. "It will take a national commitment to do it
comparable to World War II 's commitment to victory; in the words of
William James, ’the moral equivalent of war.'"^
Other barriers to gainful employment that keeps the urban
worker unemployed are irrelevant job requirements which act as
effective discriminatory tools utilized by Indus tr>^ and unions. The
standards and requirements set for many jobs regard the completion
of a high school education as a cardinal need vzhile in actual fact,
that requirement bears no real relation to the job to be performed.
Union membership is another effective discriminatory ploy v;hen the
union will not accept the unemployed minority worker into its ranks
for any number of so-called union regulations and requirements.
Even for workers who do have a high school diploma or its equiva-
lent, there is no assurance that a job will be forthcoming. On the
local, regional and national levels, educational and industrial
institutions have ignored their interdependence.
Industry has only marginally influenced curricula development
in the development of career alternatives for high school students
and in some cases, college students. Vocational preparation on the
secondary level is still viewed by those who make educational policy
as training that should be reserved for non-college-bound low
achievers. Academic training for college-bound students should be
a secondary education alternative. It should, however, be no
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loftier a goal in the eyes of educators and the business community
than the skilled or semi-skilled occupational training geared to
relevant employment possibilities in the school’s surrounding com—
Morris Shapxro, a vocational education administrator in the
New York City Schools, writes:
The urgent need for a viable system of Career Education
is clearly underlined by the scarcity of low-skill jobs
in today’s job market and the increased demand for
skilled workers. This dilemma has been compounded in
recent years by a flood of World War II babies entering
an already crowded job market. ... In addition, nearly
a million high school students drop out and more than a
million graduates do not enter college each year. The
magnitude of the situation is evident.^
Federal Equal Opportunity and Manpower Development and
Training Programs
Since the beginning of the War on Poverty and the establishment
of the economic and social programs that were to bring into being
President Lyndon Johnson's Great Society, manpower and social wel-
fare programs have become an integral part of the Government’s
economic policy. With the passage of the Economic Opportunity Act
and the Manpower Development and Training Act, the Department of
Labor, the Office of Health, Education and Welfare and the now
almost defunct Office of Economic Opportunity became administering
agencies for such programs as New Careers , Concentrated Employment
Program (CEP)
,
Operation Mainstream, Special Impact Program, Work
Incentive Program (WIN) , Job Opportunities in the Business Sector
(JOBS), and Job Corps. The common purpose of these programs was to
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rid the nation of the root causes of poverty and improve the stan-
dard of living for the poor, the undereducated and the under- or
unemployed. (See Appendix I for descriptive summaries of the above-
mentioned programs.)
Community Action Programs (CAP) provided financial and tech-
nical assistance in the struggle against poverty. In A Relevant War
Against Poverty
,
these programs were defined as follows:
A community action program must involve the development
and use of techniques whereby the victims of poverty,
social injustice, or some form of exploitation and dis-
crimination are organized to identify their problems,
determine the sources and causes, mobilize their energies,
resources and collective power in seeking and obtaining
remedies and desired changes.
^
CAP agencies were spread throughout the country in both urban and
rural settings. They introduced a potpourri of programs including
educational services, social services, delinquency prevention and
control, health services, housing services, legal aid, job training
and placement, community organization services and community action
services.
The Clark and Hopkins study of community action programs and
observable social change reported on the ranking of twelve cities
in the order of the effectiveness of their anti-poverty programs.
The five top-ranking cities were New Haven, Syracuse, Newark,
Paterson and Minneapolis. The following programmatic characteris-
tics were given as determining factors in the success of their
programs
:
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1 . a clear statement of purpose;
2 . actual programs relevant to and compatible with
stated purposes and goals;
effective, strong and articulate staff leadership
and a sophisticated board with a realistic power
base
;
4. some form of involvement or representation of the
poor on the policy making or staff level;
5. an early understanding developed between community
action programs and the local politicians;
6 . some early evidence of changes for the better
through the program’s efforts in which the people
were involved.^
In those cities with the least effective programs, poor administra-
tion, unclear goals, apathetic leadership and, most importantly, the
lack of real involvement of community people were cited as the
common causes for failure.
During the 1960's Cleo Abraham, an urban education specialist
who was then teaching in the New Haven Schools , was assigned to the
post of Special Assistant to the Director of Community Services in
the local Community Action Program agency. In his recent book.
Urban City
,
the case history of New Haven as a model city was
j«0Y^g^gd giving an insider’s view of disturbing documented evi-
dence;
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By the end of the 1960 's New Haven had received more
federal funds for urban reform per citizen than any
other city in the United States
. . .
If a model city were simply new architecture, new
buildings, and new housing projects, then New Haven's
renewal v;as a success, as it was acclaimed in the
national press. 'But the bulldozer also brought into
new light the problems of people enmeshed in poverty,'
as a later report pointed out. Inadequate education,
poor health, lack of marketable skills, racial dis-
crimination, unemployment and bewilderment with the
complexities of modern urban life had combined to form
a vicious circle for many families ending in apathy
and despair.^
Dr. Abraham stated that a major portion of the community organiza-
tional efforts were accomplished through formal institutional as
well as through informal relationships, but that "neither sources of
community organization in the urban community appeared to facilitate
the direct and extensive participation of the citizens themselves in
the definition and solution of community problems."
Clark and Hopkins commented further about the rankings of the
cities
:
. , . four out of five individuals ranked New Haven as
having the most "effective" anti-poverty program. The one
person who did not rank it number one . . . ranked it num-
ber eight in her list, using the political administration's
guidance of the program and the non-involvement of the
poor at high policy level as her reason for doing
so. . . (Italics mine.)
The following table reflects the rankings by individuals of the top
five of the twelve cities rated:
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TABLE IV
Cities Judges Cumulative Rank
A B C D E
New Haven 1 1 8 1 1 12
Syracuse 5 ' 2 1 4 5 17
Newark 3 3 3 2 9 20
Paterson 4 4 4 2 7 22
Minneapolis 2 5 2 10 4 23
Source: Clark and Hopkins
,
P- 211.
The lack of real participation in policy making by the poor was
a major contributing factor in the failure of governmental programs
to reach members of the concentrated urban community. Also, the
efforts of many community action and manpower development programs
were negated because the communities’ efforts were strangled by
bureaucratic redtape, rivalries, corruption and confusion. In urban
areas there were local administrators of federal programs
attempting
to address local problems along with state, city and
privately
funded community development and manpower programs.
Tlie results
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were a dilution of monies and resources that compounded rather than
diminished the problem.
Ofttimes after months of attempting to communicate the require-
ments for their brand of assistance to the same local clientele,
agencies formed coordinating councils to bring order to numerous
conflicting and overlapping programs. By the time the programs
became an integral part of the community, original client /trainees
and industrial and business contacts were often overwhelmed by con-
fusion and frustration, or the program’s funds would have been
depleted or terminated.
Another defeating factor was that great amounts of energy and
time of valuable and creative program directors and professional
staff had to be spent in the administrative and budgetary details
to keep the program funded. The day-to-day dealing with community
people was often carried out by workers often less creative and
competent in their skills.
By the time documented evidence of progress began to evolve
from the CAP and MDTP efforts, the Johnson Administration's unkept
promises for increases of anti-poverty funds were followed by campaign
promises of cutbacks by the Nixon Administration. Anti-poverty
programs were seriously curtailed or completely closed.
Another problem that curtailed the effectiveness of programs
designed to ameliorate the situation of the urban poor was the fact
that programs designed to aid the unemployed, undereducated, poor
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urban worker did not reach far enough into the inner-city to affect
those people most in need of assistance. A notice in local news-
papers or a poster in the windows of local merchants did drum up
some business for local agencies. Making announcements in churches
worked more effectively; however, the best advertisements for
community programs were word-of-mouth communication and changes that
could be seen by community members.
The community action and manpower training programs did teach
some poor people the power of grass roots participation in policy
decisions by which their communities were affected and the impor-
tance of planning, meeting, consulting and acting as a community
force for change. Too many, however, were left in unchanged
squalor in the concentrated urban centers. The local agencies'
programmatic efforts did not reach them at all in many instances and
in other instances the urban poor were the recipients of temporary
handouts but little help towards self-sufficiency came forth.
Reverend Leon Sullivan, founder of Opportunities Industrialization
Centers (OIC) which is one of the first community-sponsored programs
which spread from Philadelphia's inner-city to centers across the
nation, wrote:
It is possible to end discrimination altogether in hous-
ing, in employment opportunities, in public school systems
and still not reach the problems of the slums. The ghetto
may grow yet wider and all of its problems increase in
seriousness. Populations remaining unskilled and untrained
would be given to greater violence than before, because
nothing is more frustrating to a hungry man than seeing a
meal before him while his hands are tied.H
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For the unemployed the dilemma has been further complicated by
welfare rules and regulations that terminate the level of assistance
S^^^bed Xi^hen the welfare recipient manages to get a job that may pay
low wages or may be temporary. In many Instances the recipient
cannot afford being cut off the relief rolls by taking a chance on
working the job that may possibly involve learning skills. An
example of the welfare recipient's predicament is evident in the
Work Incentive Program (WIN) . The WIN Program was instituted to
provide training to recipients of Aid to Families with Dependent
Children (AFDC) . One of its programmatic areas concentrated on
improving the employability of people their agencies determined
were not employable. Another aspect was designed to counsel, train
and place those WIN participants their agencies deemed ready for
employment
.
In November, 1972, the Congressional Joint Economic Committee
report. Studies in Public Welfare
,
included "The Effectiveness of
Manpower Training Programs : A Review of Research on the Impact on
the Poor." This analytical study affirmed that the WIN Program,
administered at the local level by the State Employment Service
Offices, was reported to have the following disadvantages:
1. A decrease in the expansion of the number of AFDC
recipients through participation in the WIN Program
was not expected because the Program was too small
for the AFDC population growth rate.
2.
A twenty percent tax credit to employers was
Included in the tax code for the wages paid to
WIN employees during their first year of work; how-
ever, this tax credit was limited to $25,000 per
employer, which is equivalent to only twenty-five
full-time employees working for $2.50 per hour.
After this maximum is reached, the employer only
receives a tax credit of ten percent, thus decreas-
ing the incentive to hire more WIN graduates.
3. Tax credits provide no incentive for tax exempt
and government agencies to hire WIN graduates.
4. A family is not eligible for AFDC if the father
works more than one hundred hours per month, regard-
less of the amount he earns . Often the family
income suffers less reduction if the father accepts
the penalty for non-participation in WIN than it
would if he accepts a job.
It also stated:
Since there is evidence that WIN authorities enrolled
persons who would be easiest to place, the prospects for
improved placement rates and subsequent reductions in
the welfare rolls through expansion of a structurally
unaltered program are not encouraging.
Goldstein reports that Fine and others made a longitudinal study of
WIN using a control group. They concluded that WIN services did not
13
increase the earnings or employment of trainees. These inequities
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common to the anti-poverty efforts not only lessen one's chances for
making a living, they also keep willing and able-bodied workers
financially and psychologically dependent when gaining pertinent
skills could prepare them for decent jobs and remove them from the
welfare rolls.
Historically, urban ghettos have always been a part of the
structure of American cities. As towns become major centers of
industry and business, the "wrong side of the tracks" became kno\m
as ghettos and slums. Ward bosses, local political machines, public
relief and social services agencies provided welfare-oriented hand-
outs to the inner-city poor. Under this usual arrangement, the
urban political and business leaders saw no need to consider
rectifying the increasingly urgent inequities of their slum
dwellers, most of whom were Black and Hispanic. The urban poor had
been too involved in the ever-present traumas of daily survival to
become sophisticated in power politics and certainly the cash flow
into, within or from the ghettos to warranted more exploitative than
developmental economic consideration from the community majority
population.
Counterpart to the Southern demand for the vote was the regis-
tration and organization of ghetto voters into effective political
blocs. In the South protest called for the end of legally segregated
schools and in the Northern cities ghetto community leaders demanded
community control of schools and an end to ^ facto segregation.
Black urban residents and their supporters seized the opportunity the
War on Poverty presented to attempt changes in the balance of politi-
cal and economic power of their communities.
Mayors began to protest to Congressional leaders and apply
pressure on the Executive Branch of the Federal Government to lessen
their efforts and support of anti-poverty programs. The billions of
dollars spent on Vietnam and on the space programs were curbed and/or
discontinued. The Clark-Hopkins study made the following observa-
tion:
The War on Poverty was a national strategy that never
planned for or gained support in most of the large
cities where it operated. In a bi-partisan effort to
acknowledge common cause, a number of city mayors, both
Democratic and Republican, joined with national leader-
ship to prune and blunt the community action program,
to render it impotent.
There were, however, some positive results in the anti-poverty efforts.
Black and Hispanic community leadership developed. Community leaders
became aware and gained documented proof of the inequitable condi-
tions and problems involved in their communities’ schools, housing
and employment. Also, there was an increase in the number of minor-
ity members who advanced economically to the middle-class bracket.
Some of the training and educational models utilized by the
urban programs were successful in their efforts. Poor, inner-city
residents were educated and trained. As graduates of successful
programs, they have pursued their career goals in business and
educational institutions and are now employed, self-supporting mem-
bers of their communities.
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It will be helpful at this point to briefly consider some of
the urban programs that were successful. The balance of this chap-
ter will describe three prototypes of urban training and education.
These programs have developed into change agents that stimulate, that
motivate, and that wo rk with urban folk.
New York City is the site of two of the programs under considera-
tion here: The University of Massachusetts-Brooklyn Career
Opportunities Program (BCOP) and the Harlem Preparatory School
(Harlem Prep)
,
while the third, the Modem Office Skills Training
Program (MOST) of The Travelers Insurance Company is located in
Hartford, Connecticut. These programs v;ere selected because they
address themselves to the basic needs of their inner-city partici-
pants by providing education and training that leads to jobs and
ultimately supplies skills and professional training to inner-city
communities and schools. Secondly, the administrative approaches
employed in each program have been flexible, innovative and humane
in order to create a working relationship between traditional insti-
tutions and the urban students while being relevant to their needs.
Thirdly, each of the programs has proven that it can achieve its
prescribed goals.
^6
Massachusetts-Brooklvn Career Opportunities Program
The University of Massachusetts—Brooklyn Career Opportunities
Program was designed to provide an educational career ladder to low-
income minority group adult personnel who are educational para-
professionals in the Brooklyn public schools, and are being trained
for professional positions in the field of education.
Before entering the BCOP program, the typical student was
underemployed, unemployed or a member of the armed services who
considered earning a college degree and becoming a teacher a goal
out of reach. The ages of the students range from early twenties
to late fifties. Of the two hundred participants, approximately
thirty are men and almost all of the students are Black or Puerto
Rican. While some of the students barely passed the program's
entrance requirement of a high school diploma or its equivalent,
others had some college training and have taken advantage of this
program as a means to complete their undergraduate work. All BCOP
students are employed in five Brooklyn decentralized school dis-
tricts in the Central Brooklyn Model Cities Area. They receive
released time from their jobs three afternoons a week to attend
University of Massachusetts classes at Public School 258, a junior
high school in the Bedford-Stuyvesant section of Brooklyn. Faculty
members from the various departments of the University are flown
down to New York to teach classes of BCOP students.
The BCOP program is nearing the completion of its fourth year
A7
and in June, 19 7 A will have graduated over one hundred and fifty
students. From this vantage point one can observe how the linkages
between the University and BCOP students have been developed, and
what standards and methods the program administrators have found
effective in achieving the programmatic goals.
In order to plan and initiate the BCOP program, it was neces-
sary for several institutions to work very closely together; these
were the New York City Board of Education, five Brooklyn School
Districts and the University of Massachusetts. These traditional
institutions had consultation and planning sessions with the Central
Brooklyn Model Cities Education Committee and the local district
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representatives. After drawing up a contract to the mutual satis-
faction of the New York and Massachusetts institutions, the most
challenging job was at hand—administering a humane, flexible and
relevant degree in education programs for paraprofessionals without
compromising University standards and course content.
To understand the program's administration, it is necessary to
identify the various people and the positions involved. Ashton
Higgins, a professional educator with a wealth of experience in the
New York schools, served as the first on-site program director.
Royce Phillips, presently a faculty member at Medger Evers College
who also possessed a broad background in the New York schools, was
the faculty advisor. Dr. Atron Gentry, the Director of the Center
for Urban Education, was principal investigator and Gladstone Atwell,
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Director of Auxiliary Education Career Unit, was tlie National
Career Opportunities Program Project Director for the New York
Board of Education. Assisting on site were Anita Ertola, Adminis-
ti^ative Assistant, and Mary Moore, Secretary. On campus and in
Brooklyn, graduate students in the Center for Urban Education worked
in the program. Basically, the administrative personnel has
remained the same since the program's inception in June, 1970 with
three exceptions: Byrd Jones, Professor in the Center for Urban
Education, is now the Project Director; Ashton Higgins is faculty
advisor, and Dr. Higgins and Wilma Brady co-direct the program.
In order to administer the program, the directors must keep in
touch with the Nev; York Board of Education personnel as well as the
University of Massachusetts faculty and staff to facilitate con-
tractual agreements concerning curricula, supervision, staff and
faculty arrangements, record keeping, and certification requirements.
Although these tasks become complicated because of the distance
between the program site and the University, through administrative
practices based on consultation and relevancy contractual agreements
are translated into viable programmatic procedures designed to
(1) serve the needs of the students, and (2) develop and maintain
motivation and rapport among staff, faculty and students.
These procedures are not fashioned by the directors to be
transmitted downward to faculty, staff and students. Instead, an
administrative team approach is employed. Innovative educational
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and training endeavors have often been neutralized and rendered
impotent through administrative procedures based on functions to be
performed instead of on the fulfillment of the needs of students so
that their ability to succeed in the program is enhanced. As Paul
Goodman has stated:
.... People are engaged in a function and the organiza-
tion is how they cooperate. Authority is delegated away
from the top .... Each person becomes increasingly
aware of the whole operation and works at it in his own
way according to his capacities.
The team approach used in the administration of the BCOP program is
task-oriented. This concept in many administrative structures
implies limited utilization among staff and/or faculty and the
directorship. However, in BCOP the team approach is used to build
rapport and to motivate students. Just as the directors' and staff
roles require administrative and educational skills and the faculty
role requires academic skills, so does the students' role require
the development of learning skills. In order to achieve mutually
beneficial roles, all members of the "Brooklyn COP Family" must
develop and utilize their particularized skills. This concept has
become a primary source of motivation, dedication and unity.
In faculty orientation meetings at the beginning of each semes-
ter, new instructors are given the ground rules of BCOP. It is made
clear that Brooklyn COP students enjoy all the rights and privileges
of the University since they are regularly enrolled
undergraduate
students in the School of Education. It is also emphasized
that the
University's involvement in Brooklyn is academic and
apolitical.
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Since the University of Massachusetts is located in Amherst and
most of the undergraduate students on campus are white and from
Massachusetts, teaching BCOP students represents a major change for
P^^^icipat ing faculty members. On one hand, their courses come under
close scrutiny when presented to BCOP students because these men and
women are in a position to test the pedagogics taught in their college
courses one afternoon and in a real life classroom situation the next
morning. On the other hand, the faculty are inspired by these goal-
oriented urbanites provided they respect the fact that they are deal-
ing V7ith sophisticated urban adults who are highly motivated learners
with feelings of inadequacy and frustration about the educational
deprivation they are struggling to overcome.
The students expect their professors to display their special
knowledge and skills in the most traditional way—through good teach-
ing. And, the instructors become stimulated and motivated by their
students who present them with different philosophic insights and
challenges. Thus, teaching at BCOP becomes a learning process and
this transformation produces an exciting trade-off between faculty
and students.
To facilitate programmatic and academic planning, regular staff
meetings are held. These meetings are one of the most critical
cogs in the administrative machinery. While these sessions are
informal and votes or motions are rarely employed, the task-
oriented base of the program's administration is kept flexible and
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service-directed through this process of consultation, delegation
and accountability which also serves as a valuable vehicle in the
development of staff talents.
Counseling is another critical cog in the program which has to
be made to work smoothly. This on-going process is usually achieved
in three ways: large group sessions are held before the regular
BCOP class meetings to apprise students of any vital information;
the directors are available for individual and small group counsel-
ing each day before and after class; and academic counseling sessions
are available by appointment on a weekly basis.
Individual and group counseling, regular staff meetings and
faculty orientation are all administrative procedures designed to
facilitate communication between the main components of the organiza-
tional structure. These components, coupled with good rapport
between the directors, encourage the administrative acumen necessary
to provide the primary linkage between the institutional goals and
the academic needs of the students.
An aspect of the BCOP program that provides motivation over
long periods of time, through difficult college courses, job assign-
ments and fatigue, is the career ladder. On their jobs, the stu-
dents who are educational assistants earn pay raises upon completion
of fifteen and then thirty college credits. When sixty credits and
one year's service are completed, the assistant is eligible to
become an educational associate. The final rung is achieved upon
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graduation and teacher certification. Thus, the career ladder serves
as a reinforcing agent for earning college credit while providing
the primary linkage between the Institutional goals and the economic
needs of the BCOP students.
This discussion is not meant to be a complete analysis of BCOP
or the other two programs. Rather, it has been written to highlight
linkages that best connect the institution with its urban charges.
Among its personnel, there is no doubt that the administration of
BCOP must involve itself with engagement, cooperation and caring.
There is a genuine desire to share in the goal of the education of
students who promise to be effective change agents for inner-city
schools; however, many of the more subtle factors involved in the
success of the venture will not be known until BCOP students are
teaching in the inner-city classrooms of Brooklyn.
Harlem Prep
The Harlem Preparatory School provides secondary education to
mostly low-income minority personnel in preparation for higher educa-
tion, the ultimate goal of which is to provide minority communities
with a broad base of academically-trained leadership. Located in
Central Harlem, "The Prep" is an independent, non-graded
•co-educational school which stresses relevant academic preparation
for entry into college. This is a very important criterion
since
the students are mainly early leavers from one of the New
York City
I
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high schools, T\7elve to tv?enty months later they enter Harlem
Prep,
Although the students may have had poor grades at their former
high schools, this is not the most common reason for their leaving.
Most of them dropped out between the tenth and the twelfth grade
because it took that length of time for their apathetic feelings
about school to be manifested in this overt action. They were
simply ’’turned off” by the whole ritual of going to school. The
apathy these high school dropouts felt was not isolated in expres-
sion by merely dropping out of school. Concomitant with apathetic
feelings about the school experience were feelings of fear, aliena-
tion and hopelessness about their futures. The few jobs available
to them produced low wages and dead ends which lead quickly to
despair. Twice as many males as females apply to the school and
while most students are unmarried, practically all are self-
supporting. Some students are veterans, some are married with
families and some are mature adults who have been out of school for
years
.
This means, then, that a major factor in refocusing the
enrollee’s life pattern is to convince them that coming to Harlem
Pjr&p is for his purposes a workable alternative that can produce a
good future. Implicit in the initial approach used by Harlem Prep
is the promise that the school offers a new beginning for the stu-
dent in a learning situation where he is not very different from
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others, his purpose for being there is clearly defined and respected,
and his efforts have the support of faculty and staff who have been
selected for thexr jobs because of their ability to be sensitive to
others as well as because of their professional expertise. This
accounts for Headmaster Edward Carpenter’s favorite saying, "We
take them as God made them and the last teacher left them."
There are many factors that are obviously different about
Harlem Prep that would whet the curiosity of a prospective student.
Firstly, the school is located in Central Harlem and no other
secondary school has ever been located in that area. Secondly, it
is small compared to other New York City schools. When it opened in
the Fall of 1967, there were seven instructors and forty-nine stu-
dents. At the start of the 1973-74 school year, there were five
hundred students enrolled and thirty-three faculty of which four
were administrators. An impressive sight to the visitor is that
there are no areas considered "off limits" for students. Upon
entering the school, the academic areas are in plain view and there
are no walls or closed classroom doors. They can see classes in
session and students involved in their work. The offices have signs
on doors that remain open most of the time. The physical plant, a
refurbished supermarket, is brightly decorated, carpeted and
informal. Classes are small, smoking is allowed, there are no
passes needed to leave a class and there are no security guards.
All of these factors help to block out any notion of sterility
the
former dropout may associate with school.
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Tn order to be accepted at Rarlem Prep, enro31ees must have a
seventh grade reading level. They must be free of drugs or be will-
ing to go into a drug program that is approved by the administration
of Harlem Prep. (Less than one percent of the students have addic-
tion problems.)
New students are interviewed by a team consisting of one
faculty member and one student. This team focuses on the enrollee’s
strengths and evaluates his sincerity concerning his desire to go to
college. Every effort is made to keep the school from becoming just
a place to get a high school diploma, or a place to pass the time
away.
Upon admission, the new student can anticipate a maximum of
approximately twenty months of intensive compensatory training in
preparation for college.
The school's philosophy has been developed on principles that
are geared to help the students meet the challenges of their develop-
ment as their pursuit of education brings about changes in the way
they think, feel about, and relate to the school, their environment
and society. The basic tenets of that philosophy are;
People are innately good
Respect begins with self
People are equal regardless of race, sex or class
Unity with diversity can achieve true brotherhood
Service to others must be viewed as a higher goal than
I
materialism
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Decision-making should be an experience shared throu'^h
consultation by those whom the outcome effects.
One of the most significant ways these tenets are applied is through
the rendering of services. Students serve as volunteer workers in
the community. They tutor elementary and junior high school stu-
dents and visit children and senior citizens in hospitals. This
gives them an opportunity to form new relationships while using
the skills they are developing at Harlem Prep. Dr. Edward
Carpenter, Headmaster at Harlem Prep, has written:
The Headmaster accepts the theory that behavior is
learned. This theory serves as the underlying reason
for developing a service-oriented program at Harlem Prep.
The characteristics of selflessness, dedication, respect
for self, and the ability to accept and return love are
therefore learned responses. From the inception of the
service-oriented program in the Fall of 1967, the admin-
istrator was able to detect observable attitudinal changes
in the students of Harlem Prep that are still evident
today
.
He has further stated:
There is a covenant between the school and students. This
is a moral covenant. The goal is simple but explicit:
Every graduate of Harlem Prep has pledged to give service
to a community upon graduating from college.^'
The faculty is diverse. The Headmaster deliberately selected
people of various ethnic, national and religious backgrounds to
emphasize unity with diversity. The number of years spent in
institutions of higher learning and the years an instructor has been
teaching are not weighed with the usual importance among Harlem
Prep's criteria. Here again the basic tenets of the philosophy are
reflected:
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In brief, the administrator believes that in order for aninstruetor to be sueeessful at Harlem Prep, then he must
possess these qualities; knowledge of his subjeet area;
knowledge of the eommunity in which he serves
; some under-
standing of the factors that lead to a student's dropping
out of school; internal security; desire to serve; and
ability to love and accept love.^®
One third of the faculty have completed graduate degrees and two
thirds have completed their undergraduate degrees. One instructor
has never attended college; however, he is an excellent teacher who
is well liked and respected by the students. Five instructors
graduated from Harlem Prep in 1968, completed four years of college
and returned to the school in keeping with their covenant of service
to their community.
In order to understand the administrative principles of Harlem
Prep, it is necessary to know about the beginning of the school. In
1970, Dr. Eugene Callender, who was then the director of the New
York Urban League, brought a group of prominent citizens together to
form a board of trustees to put a Harlem Youth Opportunities
Unlimited (HARYOU) idea into action. Previously, Kenneth Clark and
Eugene Callender had issued their views on the educational needs in
Central Harlem in a HARYOU report entitled. Youth in the Ghetto ;
A Study in Powerlessness . Mention of such an educational endeavor
as Harlem Preparatory School was made in Chapter Six of that report.
When Dr. Callender left the HARYOU Board of Trustees, he and
six other prominent citizens formed a legal corporation and obtained
a State charter to establish a private college preparatory
school
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for youths between the ages of fifteen and tv7enty-one who had
dropped out of school, or were about to drop out of school.
In August, 1970 after interviewing several applicants, this
new Board of Trustees hired Edward Carpenter, a professional educa-
tor in the New York City schools, to become the Headmaster of Harlem
Prep. Within the next sixty days the new Headmaster had to select a
site for the school, establish admission criteria, employ staff and
faculty. Identify students who would be coming mainly from the street
academies already established by the Urban League, develop curricu-
lum and develop the philosophy and goals for the school. On
October 2, 1970 the school opened.
Initially, Harlem Prep was supported through New York Urban
League funds. However, it could not be funded through that single
source for more than its first year since it was chartered as an
independent school with its own duly elected Board of Trustees.
As it was initially constructed and as it has evolved, the
administration was not radically different from that of any private
school. The Headmaster was responsible to the Board of Trustees.
The Assistant Headmaster, Registrar, Community Coordinator of
Programs (fund raiser and community liaison). Business Manager,
Fiscal Officer, and Administrative Assistant in charge of Teacher
Education and Curriculum Development were responsible to the
Headmaster. There were bi-weekly staff meetings and regular
faculty
meetings. What was different was the staff and faculty
attitudes
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toward their students and their school. From its inception the
school and all of its personnel had to fight for survival. This
struggle took two forms. They had to fight to create a successful
administrative and academic format for students too often considered
"losers" by traditional educational institutions and to make that
creation a positive part of the local community. Secondly, they
had to fight on a month-to-month basis for funds to continue its
survival. The first issue in the struggle was a solid victory.
Through the participation and efforts of community members and
especially the parents of the students, Harlem Prep has become a
viable educational model in Harlem, New York City and across the
nation.
A critical factor in the financing of Harlem Prep was the lack
of a parent institution to provide funds for its program. Also, in
compliance with its charter, the school did not charge tuition.
Contributions of $200 were accepted for the support of a student
for a year. Students or agencies sometime made these contributions,
however; even this was only one-fifth of the student cost per annum.
For the enrollment of five hundred students, the budget was
$500,000, or $1,000 per student per annum. In comparison, the New
York education system spends more than $1,500 per student per annum.
Major foundations made substantial contributions to Harlem
Prep, but no institution was willing to become the parent
institu-
tion by supporting the school’s efforts on an annual
basis to remove
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the onus of the financial crisis. Initially, fund raising was one
of the issues that had to be considered by the Headmaster and the
Board of Trustees along with the other administrative problems of
school governance. After the first few months of operation, it
became the major issue on a crisis basis and remained so throughout
the school’s short history. In 1973, teachers and staff, whose pay
scale was less than that of comparable New York City school person-
nel, took a twe].ve percent pay cut to keep the school open so that
the graduating class could complete their work. Benefits and com-
munity events were given to raise money, but the deficit still
existed. The second issue in the struggle forced Harlem Prep to
become a part of the New York City School System in 1974.
The outlook for the survival of the school model as it existed
is bleak, however; what Harlem Preparatory School has proven is
noteworthy. It has developed a model that addresses urban students
as human beings with potential. It has proven that the potential
of the students can be salvaged through training and brought back
into the urban community to provide a broad base of academically
trained leadership. The administrative model developed at Harlem
Prep is humane, flexible and relevant. In short, it works with
urban people and develops change agents of those who were labelled
"dropouts” a few short years ago.
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The Modern Of flee Skills TrajnlnR ProRrani
The Modern Office Skills Training (MOST) program was designed
to give undereducated, under- or non-employed minority women in
Hartford, Connecticut, clerical training preparatory to placing
them in clerical jobs at the Travelers Insurance Company in downtown
Hartford. Under the sponsorship of the Urban League of Greater
Hartford and The Travelers, this program began in August, 1967.
In order to be qualified for MOST, the enrollees must be at
least eighteen years old, economically disadvantaged, a non-graduate
from hi^ school or a graduate who is not adequately qualified for
appropriate emplojmient. Eighty-nine percent of the students are
Black, nine percent are Puerto Rican and two percent are White.
They range in age from eighteen to fifty-two years old. Before
coming to MOST, these students provided unskilled labor to factories,
restaurants, domestic services, hospitals and convalescent homes.
Few applicants have been employed in clerical jobs. To date, only
women have been trained in MOST, but an expanded program including
training for men is being considered.
Each MOST class is sixteen weeks long and consists of intensive
training in language arts, social education (government, history and
geography), communication skills, clerical skills (typing, filing
and office machines), appropriate office decorum and grooming.
Thirteen weeks are spent in actual on-the-job training, followed by
placement in a clerical position at The Travelers.
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The MOST Instructors recognize that for the incoming student
The Travelers complex represents an alien environment reminiscent of
other traditional institutions that have labelled the enrollee as
culturally deprived" and all the. other synonyms that translate into
low income inner-city personnel. The most challenging segment of
the program is the attltudinal training that provides the linkage
necessary to assist the student in becoming an employee able to cope
with the new set of demands and stresses her job and work environ-
ment presents.
Twelve to fourteen MOST students are trained in each class.
The small number of students allows a great deal of the attltudinal
training to take the form of individualized counseling and instruc-
tion. Most of the students have strong religious convictions and
police and narcotic problems are practically non-existent in their
backgrounds. However, there is the usual incidence of chronic
health problems and the too few daycare centers in Hartford
make child care arrangements insufficient and undependable. Some-
times it is necessary for an instructor to visit a student's home,
take her shopping or to receive medical care. Every effort is made
to elicit the motivation necessary to give each student the support
she needs. Individual counseling, group "rap" sessions, informal
visits and presentations by department heads and supervisors and
"an unprinted popular manual called getting-it-off-your-mind-and-
let's-discuss-it" are all support services geared to reinforce the
total person concept of MOST's attltudinal training.
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As in any other group, one finds a wide ability range; some
students are very alert and learn easily, some learn at a very slow
rate while the majority fall somewhere in the middle of these
extremes. The trait found in all, regardless of their inherent
ability, is lack of confidence in their ability to succeed in this
new environment and a sense of Inadequacy when it comes to academic
achievement. The major administrative focus, therefore, is to under-
stand the need of the students to have successful learning experi-
ences, to gradually gain from that success a feeling of achievement
which will lead to self-assurance. They need to learn that they
can be in control of their lives, that they can be self-determining
rather than victims of others' determinations. The courage and
stamina which have made them able to survive the hazards and defeat-
ing experiences of their lives must now be translated into qualities
which will make them able to survive in this new arena—an arena
which they have heretofore known was closed to them. They sense
that there is some chance for them to make it, othervise they would
not apply for the program. Some apply but when the day comes to
begin, they do not show up. These are the ones whose sense of
defeat is so strong that they cannot draw upon their inner resources
for sufficient strength to meet this new and totally different
challenge. The women who come on the first day, and, more impor-
tantly, return on the second day, are full of doubts, voiced
and
unvoiced, but they are impelled by a strong conscious motivation
to
6A
bsttsir thfiinsslvss snd s. subconscious fccilng that they can, Tli**
administrative techniques used in MOST takes all of this into
account and the program is deliberately designed to give the stu-
dents the support and encouragement they must have, the flexibility
of curriculum and activities that provides for the range of abili-
ties and background, as well as a broad spectrum of course content
which will be relevant to their old and new environment.
Administratively, MOST is a part of the personnel department at
The Travelers but is managed by Dr, Adrienne Reeves and a staff of
three instructors. One instructor is responsible for typing and
office machines, one for language arts and filing, and one for social
education and math. Communication skills is taught by Dr. Reeves.
During orientation, the students are informed that the program is
for their benefit; they are full partners in the enterprise and
have a say in what is learned and how it is taught. They are
asked from time to time to give their ideas on course content and
projects; therefore if they have needs which the Instructors have
not seen, this gives the students an opportunity to talk about them.
When an event happens that calls for administrative action, such
as termination of a student because of poor attitude or poor
attendance, the invariable technique is to inform the student body
of the action and the cause of the action. It has been found that
through this consultative process the level of their anxiety about
what happened and whether it will happen to them is reduced. It
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also diuinisbes the need for conjecture and rumors. The work of the
students continues with scarcely a break when matters are handled in
this fashion.
From the beginning a sense of esprit de corps is indicated as
desirable. The idea is each class being like a family, sharing and
helping each other to learn, occasionally bringing food and eating
together, enjoying each other’s company and laughing v/ith but never
at each other, is strongly emphasized. Among the class, competition
is de-emphasized; the only competition is with the student's own
record. This is an important technique as the range of achievement
is so great. Only in this V7ay can each student feel comfortable and
not threatened, and from this feeling of security, develop her own
uniqueness.
The "hope factor" has been defined as "an attitude which fore-
sees a better future despite the existing factors of persistent dis-
crimination and deprivation." Without this hope factor, the
women who come as students to MOST would continue in the same hope-
less cycle of poverty and dead-end jobs. In MOST, they find their
hope factor because they begin to see themselves in a different
image, as a person who can be successful in what she sets out to
do.
When the student is. placed at a desk at the end of her weeks
of
training, and she is successfully operating a typewriter
instead of
a dishwasher in a hospital or a machine in a factory,
she knows then
that she can do something more positive with her
life and that she
does exert control over its direction.
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Conclusion
These three models employ administrative approaches that avoid
the ’ goal-diffuseness' Sieber defines as a lack of clarity and focus
20in the goals of educational organization. Each of them was
organized to serve specific educational and training needs of urban
personnel.
Because of the legacy of powerlessness low-income minority
people have been subjected to, programs that are authoritarian in
character would not serve as efficient conduits between programmatic
goals and urban students. The authoritarian structure of adminis-
tration connotes top echelon decision-making and implementation
that reaches less powerful people in the form of rules, regulations,
rewards and penalties. The inner-city poor have a need for success
because it has been denied them economically, politically and
socially. The government's special programs have perhaps been well
intended, but they have not been successful because their imple-
mentation and/or planning lacked some critical factors.
What is needed in programs for the development of inner-city
change agents are principles of inclusion that are promulgated
through consultation on every issue possible. This does not mean
that the desired administrative system is purely democratic. It
does suggest, however, that administration sensitive to
environ-
mental demands and changes coupled with open communication
and
consultation between all factions of the program’s
organization can
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produce humane, flexible and relevant educational and training
techniques that work.
The following chapter will discuss the affirmative administra-
tion model which was designed to meet these requirements.
CHAPTER IV
THE AEFIRMATIVE ADMINISTRATION MODEL
PURPOSE
The primary purpose of using the Affirmative Administration (AA)
process in an urban training program is to create a viable, compre-
hensive, differentiated training program as an answer to the gross
unemployability of non-skilled and underskilled urban adults. Solu-
tion to this problem, which exists in crisis proportions in every
urban center in the nation, would bridge the gap betv;een the inner-
city community as a potential source of skilled labor and the local
business community in a manner beneficial to all.
This idea is especially timely in areas where large corporations
are building branches near or in inner-city communities; however,
the training package could be utilized by any group of people who
want to accomplish the end of a well-trained group of workers. (The
AA model would work well in foreign countries where a company wanted
to train indigenous people.)
PHILOSOPHY
Affirmative Administration is a task-oriented process. To train
underemployed and undereducated urban adults, their self-concepts
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would be heightened by participating in exercises geared for success
in constructive learning experiences that produce personal satisfac-
tion. The teachers and administrators involved adhere to an educa-
tional philosophy which recognizes that while low-income adults may
require different techniques than other trainees from the mainstream,
their individual needs do not negate the universal needs of the
student-trainees to be respected and to develop their potential so
they can better live with themselves by earning a decent living and
contributing more to their families and communities. Resistance to
the melodrama of training the "culturally deprived" is demanded as
well as the opposite "they-just-can’ t-learn" notion.
The task at hand for administrators is to learn how to develop
and administer training programs that provide upward mobility for
the student-trainees and produce well trained workers for business
and industrial institutions. The teachers’ task is to learn how to
transmit their academic and technical expertise through effective
training methods to their students . An important aspect of their
effectiveness depends on teachers developing a keen sense of timing
and perception so that they present new ideas and skills when they
will be accepted by the trainees and learn to evoke feedback
successfully. The student—trainees ’ task is to become self-
directed, motivated, responsible learners and participating members
in their programs and ultimately as employees.
The AA model of task-oriented training does not subscribe to
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the Idea of a watered-down approach to learning where social and
humanistic therapeutic principles are stressed at the expense of
skills training. As Black folk would say, this training model is
"square business" where the administrators, teachers and student-
trainees participate in the production of a training program for the
mutual benefit of all concerned.
CONCEPTUALIZATION
Affirmative Administration employs a system of educational and
administrative principles specifically designed to Improve the
structure, communication and effectiveness of programs devised to
train urban adults. For the most part, urban education programs
whose target populations are underemployed and undereducated adults
utilize an undifferentiated program structure built on the tradi-
tional hypothesis of the prescribed administrator-faculty-student
hierarchy. This hierarchal rigidity frequently inhibits changes and
communication and encourages the status quo .
When a new community education program is started, the organi-
zers and administrators who build the programmatic framework bring
them and utilize perceptions based on their past experiences.
Regardless of how negative or unsuccessful those experiences might
have been, the same faulty perceptions tend to creep into the
planning and initiating of the new program. Personal biases and
political considerations can unduly outweigh good decisions and
risk-taking in spite of efforts made to overcome them.
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During the War on Poverty, the phrase "maximum feasible partici-
pation became famous. The adoption of this policy of community
participation served to revolutionize programs for social and
economic development in urban communities. Nothing can eradicate
the impact this phenomena of participation had on inner-city people.
What must be changed, however, are the incidents of unethical con-
tractual, administrative and programmatic practices of "under the
table" deals, corruption, rigging of contracts and fraud that were
viewed as "hustles" toward upward mobility by community members who
exploited their programs along with their professional middle-class
staff "hustlers." Strong leadership, effective accountability
processes and clearly defined goals help to dispel untoward activity
so that the motive for participation will be to solve whatever
problems the program addresses and the participants are genuinely
interested in achieving those goals.
Community people, as s tudent-trainees , often bring with them
personal and community idiosyncrasies toward educational and
political issues. Too often these attitudes are ignored, mis-
interpreted or unknown by the organizers and administrators on the
one hand, and on the other, the roles of the inner-city participants
feel they must assume to remediate their educational and training
deficiencies are superficially dealt with in practice if not in the
programmatic guidelines. In the AA training program the student-
trainees' attitudes, feelings and needs are basic input to
the pro-
gram.
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The Affirmative Administration organiiiational structure utilizes
coalition governance. Coalition governance, an important vehicle for
structural change, is an alliance of administrators, instructors and
student-trainees in joint action which is especially significant in
matters pertaining to policy decisions. Student input and repre-
sentation is a critical factor of AA policy-making bodies. Among
the points to be gained from student participation, a most important
one is reinforcement. Through their participation in the decision
making that determines the outcome of real issues, students realize
the benefits of consultation and team work as they help to accom-
plish goals beneficial to themselves and their program. Concerning
this concept, Dwight Allen and John Woodbury state:
Involve students and the community in the decision-
making process—in other words, give away the power
. to various kinds of coalitions.
How much of our fear of student participation in
governance has to do with the legitimacy of the lack
of perception of students, and how much has to do with
our fear that what we are doing cannot stand the light
of day?^
We must be willing, Allen and Woodbury say, to submit the curriculum,
organization and staffing to measures of relevance, performance and
accountability. The attainment of stability through self-
determination, a much needed commodity in urban education
programs,
is one of the benefits of this procedure. Through
Affirmative
Administration, faculty, staff and students gain
options and freedom
change curricula to fit theby team building, willingness to
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immediate needs of their program and being able to risk innovative
ideas and student involvement, These three steps become feasible
when the rigidity of roles and position is removed,
Administrators who are traditionally removed from direct con-
tact on a regular basis with students become involved in positive
student relationships on policy-making committees as well as in
instructional team projects and activities. By the same token
students’ traditional interaction with teachers is supplemented in
the AA model by teams of teachers, students and administrators being
structured according to the task to be accomplished and the optimal
number of team members from each category needed to accomplish the
team’s goal. (See Figure One.)
FIGURE ONE
Traditional Educational
Hierarchy
Affirmative Administration
Model
Administrator
V
Teacher
'V
Student
I
74
The Administrator’s Role
Adnil.nd.stir3.tii.on. is the key to the success of tmining progrsnis.
Neither community support and involvement, student and staff motiva-
tion nor adequate funding will create the ability for a program to
realize the full Implications of its goals and its economic and
social consequences unless there is an administrative formula that
is dynamic, relevant, planned and yet flexible enough to meet the
changing needs of its members.
To administer a training program effectively, the administra-
tors must develop a plan of implementation, methods and a process
based on sound administrative policy that will motivate people to
work together toward the programmatic goals within fixed time frames
The administrative staff in the AA model are responsible for;
1. Coordination and communication between program
participants, the hiring institution(s) , and the
community;
2. Role and job functions and clarifications;
3. Budgetary and program control;
A. Administrative systems and procedures (supportive
services, supplies for staff and student—trainees,
etc.); and
5, Consultation as a team member.
The AA model calls for a new breed of educational-social-
business administrator. The established conceptualization of
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educational administrative principles, methods and processes are
necessary to efficiently organize and conduct the clerical and
managerial areas of the program; however, they can only contribute
solutions to the generalized problems to be faced and overcome in
the team approach to mutual inquiry. It is for this reason that the
administrator and all other professional staff members continually
conduct research to find new, more workable methods of effectively
bridging the gaps between inner-city adults’ economic and social
needs and the alien institutional complexes to which they will bring
their unique diversity which can be realized through their training
experiences
.
The Affirmative Administration program model is adaptable to
various training needs. There are administrative practices and
procedures of an AA program designed to train clerical personnel
that would differ greatly from the demands of a program designed to
train industrial machine operators. Time requirements would be
determined by the training required for optimal occupational prepara-
tion. Some programs would require a few weeks of training while
others might call for months of extensive training.
are two aspects of the administrative challenge that are
unchanging regardless of the type of training being conducted and
the time it requires. In order to succeed as an administrator in
the AA model, one must be a leader who is not bound by
conformity.
It is necessary to be pragmatic and yet innovative and flexible.
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Secondly, the administrator must be dedicated to the notion that
developing a training process that really works for the unemployed
and/or underemployed urban adult is a cause worth personal involve-
ment as well as professional involvement. In other words, the
administrator has to care about the program and the people. The
administrator's concerns communicate an attitude of involvement and
caring to the instructors and the student-trainees which will set
the tone for commitment to and belief in the program and its people.
Coupled with sound administrative practices, these factors determine
the success and impact the program will deliver through the students
to their respective employers.
In the context of team membership involved in the transversal
transmission of knowledge and coalition governance, the AA program
administrator differs from most other educational, social or
industrial administrators because he must carry on the administrative
functions that deal with concomitant levels of concern; i.e. ,
administrative, instructional and student-trainee coordination of
efforts. Thus, the administrator in the AA model is a facilitator,
consultant, coordinator and researcher rolled into one.
Coalition governance and the team approach, while necessary
and desirable to the AA model, present administrative and communica-
tion challenges borne of the contributions and participation of the
student-trainees who are the recipients of the training. The
emphasis put on the development of coalition governance as a real
77
programraatlc support system will determine the psychological well
being of the administrator who must bring stamina, clarity and
perspective into the programmatic process and yet reserve stamina
to deal with administrative hang—ups" and unexpected trivia that
may become the basis of attacks by team members as well as the
hiring institution looking to him for trained workers.
Participation in coalition governance does not negate the
administrator's role in policy decision making, fiscal responsibili-
ties and providing effective interface between program participants,
employers and community interests. It will assist the administrator
in developing realistic policy decisions based on the needs and
priorities of the students and staff within the fiscal and staffing
constraints of the program. Consultation and coordination with
teams involved in the planning and successful completion of projects
and training serve as a major part of the administrator's learning
process as he negotiates to overcome the barriers between representa-
tives of various castes and classes in the program and replaces
antagonism and distrust with acceptance, respect and justice.
The Affirmative Administration process represents a new
dimension of administrative planning and decision making. The
administrative structure will be moved from the traditional
hierarchical, isolated position to one that is responsible for
consulting with and coordinating the programmatic efforts of all
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members of the programmatic team—prof essional staff and student-
trainees alike.
The Instructor's Role
In discussing D. G. Ryan s extensive study of teacher charac-
teristics entitled. Characteristics of Teachers ; E. G. Cuba and
J. W. Getzels' study, "Personality and Teacher Effectiveness: A
Problem in Theoretical Research;" and N. L. Gage and L. J. Cronbach's
study, "Conceptual and Methodological Problems In Interpersonal
Perception, N. A. Fattu stated that while there has been a number
of investigations on the personality characteristics of successful
and unsuccessful teachers, we know little more than was known in
1900. He also stated:
Research obtained with personality tests of teachers have
shown wide variation when correlated with other measures.
However, until carefully controlled, V7ell-designed studies
employing adequate numbers of instructors have been made,
the problem of determining the personality patterns of
effective teachers must still remain unsolved.
2
Professional staff members working in the AA training model context
operate within a systematic framework of service and the development
of empirical research. Through this learning through teaching and
consultation process, clues and documentation of what teacher
personality traits are effective in the training of adults could be
provided.
From the instructional viewpoint the tacit goals of the AA
training program instructor would be:
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to excite their student—trainees by xncreasing their
sense of self worth, self confidence, and motivation
to learn as they are being trained in a specific
area for employment,
2. to emphasize learning through participation and
consultation so that their instruction and involve-
ment provides a hand up not a hand out;
3, to engage in empirical research and evaluation in
an effort to find pedagogical approaches most effec-
tive in the training of adult student-trainees;
4. to maintain task orientation towards the training
job to be done through interest, participation and
commitment to the solutions of instructional and
programmatic problems;
5, to participate in team memberships and form various
coalitions for effective instruction and follow
through of student-trainee projects, making neces-
sary curricula changes and evaluating program
effectiveness
.
Dr. Franklin Keller, one of the foremost authorities in the field of
vocational education, said that "in order to teach a subject well
you have to be a little crazy about it." To paraphrase Dr. Keller’s*
statement, in order to motivate interest among students in the
subject being taught one has to be an exciting and creative teacher.
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Tills excitement will come from the inner pleasure the teacher shares
as he informs and joins the class in exploring something that con-
tinually fascinates him, the instructor. For this reason, AA program
teachers should be recruited who are equipped to teacher certain sub-
jects or areas in which they are personally talented, interested and
specialized.
Implied in the AA team approach to learning is the flexible use
of team teaching. Teachers may gain more instructional efficiency
by combining teams for certain learning project exercises. It is
also conceivable that a teacher and a student who has specialized
knowledge useful to the group may team-teach materials pertinent to
the team's effort.
Teachers play the major role in determining what structural
variables will be chosen in organizing a team for a specific learning
project. Some activities can be best accomplished by team members
working in teams of two, or it may be necessary in some projects for
team members to work independently. One-to-one instruction is a
variable for individual student problem solving that is easily car-
ried out by one teacher while another is working with the other mem-
bers of the team in a large group task. Especially relevant to cer-
tain areas of business education would be administrator-teacher team
'instruction. An important key to the maximum use of teaching skills
in the AA model is to carefully plan and execute an effective type
and extent of process and substance coordinated to facilitate each
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specific team leamins activity. Enough flexibility and evaluative
measures must be built into the plan to add or delete or change
portions as needed to enhance the team’s learning experience.
Among the major differences between the instructor-participant
in the AA training model and the traditional teacher of concentrated-
community adults is the displacement of the traditional hierarchical
teacher-student relationship. The team approach forces the teacher
into an open teaching-learning situation in which such personal
traits as flexibility, a sense of humor, ability to respect value
systems different from one’s own without being threatened, the
ability to get along with people and a strong belief that unity with
diversity is a goal worth achieving count more towards a successful
teaching experience than do such considerations as the instructor’s
professional background, years of experience, sex, age, marital
status, cultural background and/or race.
The Affirmative Administration training model nay be utilized
to train various populations in the perfection of numerous skills;
therefore, recognition is given to the differences in the goals of
various training efforts where the AA model could be used, the dif-
ferences in the trainees’ backgrounds, ages, previous education and
training. The emphasis in this discourse, however, is placed on the
training of urban, minority, undereducated and/or under- or
unemployed adults whose participation in an AA training program
would prepare them to gain and maintain upward mobility through
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employment. Affirmative Administration instructors would be
selected, then, according to the instructional objectives of a
particular program and the specific definition of needs of that pro-
gram’s student-trainee population.
THE TEAM APPROACH
The Affirmative Administration model team approach exists when
administrators, teachers and students work together assuming joint
responsibility for completion of an educational or training project.
This process of the transversal transmission of knowledge involves
not only the professional staff members but student-trainees also.
Obviously, this definition can be applied to any number of team
organizational plans determined by the project, the number of stu-
dents and staff involved, and the time needed to complete the task.
The team approach of the AA training model breaks down the
barriers between professional staff and student-trainees for the
sake of developing constructive learning experiences in which all
participants make a conscious effort to become people-sensitized and
to cultivate understanding while working toward their common goal
the success of the learning experience for all participants. In this
alliance for joint action, student-trainees begin to seek that informa-
'tion from and to share those ideas with instructors and administrators
which help them to better negotiate their educational and inter-
personal affairs. Joint action replaces the feeling of powerlessness
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of the typical student with the constructive potency of self
involvement. This enables the student-trainee to perceive and
administer responsibility which, in turn, makes him more creative
and independent. This process is termed fate control . Astute
administrators know the more power deliberately distributed through-
out a program, the more power the total organizational structure
gains and learns to maintain efficiently.
In order for the AA team approach to work basic ground rules
have been established:
1. A basic attitudinal goal for staff members to communi-
cate to the student-trainees is that dignity and
intrinsic worth are every human being's birthright
and that a person is not without intelligence and
worth because that person is without a living wage.
2. Staff emphasis is placed on constructively relating
to people whose lives have been more a pattern of
economic failure than success.
3. The staff are constantly on the lookout for ways to
develop latent talent and educational interests in
the student-trainees.
A, The student-trainees must make a determined effort
to combine their roles as a team member with the
responsibility to become self-directed learners.
Authoritarian privilege and distinction are replaced
with partnership
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with every member of the team accepting and respecting the roles of
his fellows. The task to be accomplished is the goal of the team
and the reason for participation of all its members. The team con-
centrates on the task or the team's goals and objectives rather than
on one member, oneself or an ideal. Speaking of such a team process,
Tlieordore M. Mills states:
. . . authority and subordinate relate to teach each
other more nearly as partners. . . . Through the over-
arching group they are conceptually and emotionally con-
nected to each other, and therefore are able to identify
with the part each plays in respect to the whole. This
enables each party to add to his own orientation the
orientation, responsibilities and functions of the other.
3
The joining of forces to pursue a single collective goal reduces
competition among team members through consultation and group progress
towards the objective. During this collaborative team process,
administrators and faculty members will be able to gain insight into
the abilities, idiosyncrasies and satisfactions of team members. It
is also through this means that instructors and administrators ful-
fill their roles as counselors to the student-trainees. Counseling
on an informal or formal basis is built into the AA model team
approach to learning since it's basis is consultation and the scope
of the training experience addresses the total person. During the
consultative process, the staff is enabled to anticipate and mediate
any tension—building situation which left unchecked would diminish
motivation and participation among team members. They are not,
however, committed to any one state of association with other team
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EciabcrD bccauGe scras projects V7ill require a close working relation-
ship among all team members while others will require participation
of administrators and instructors in a consultative manner, with a
student or a team of students doing the major part of the work.
There is no limit to the variety of collaborative relationships and
experiences possible in the team approach to transversal learning.
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The major thrust is toward the elimination of unproductive and
unnecessary boundaries separating team members and replacing them
with task orientation toward goals reachable by the participatory
process.
The team approach allows teachers and administrators to develop
sensitivity towards the learning experiences of student-trainees.
This is especially necessary when dealing with undereducated urban
adults who tend to underestimate their learning abilities and fall
victim to low self-concepts. It is up to the staff members to
establish productive learning environments based on the principles
of acceptance and respect for their fellows and their students. The
roles of the administrators and teachers must be clearly delineated
so that each staff member understands and accepts the responsibility
of his role without sacrificing his appreciation and respect for him-
self or his team members. The goal to be gained is a learning
environment conducive to mutual inquiry, mutual trust, task orienta-
tion and motivation through consultation, acceptance and respect.
Teachers and administrators, genuinely motivated to understand
people, are willing to start assisting the student-trainees "where
they are" academically and emotionally. Emphasis is placed on
involving the whole team in the learning process and its evaluation.
On the one hand, it is necessary for the student-trainee to under-
stand that his limitations can be worked on and may be overcome as he
is trained to succeed. On the other hand, the teacher and the
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administrator will confront their own prejudices with the understand-
ing that their efforts to accept and respect the students individually
and collectively will result in overcoming any cross-cultural differ-
ences. Vindicative or punitive actions defeat the spirit of team work.
The function of the Affirmative Administration process is an
urban training program model then is two-fold. Urban adults receive
cooperative educational and training experiences that validate their
worth and dignity as individuals while developing their skills through
the process of intensive training and mutual inquiry. Secondly, par-
ticipation by administrators and teachers offers the opportunity to
perform action research* for the development of accurate analyses and
solutions to educating and training inner-city adults.
STRUCTURE
The structure of the AA model consists of communication skills
workshops in which basic language skills are taught; technical skills
classes, determined by the occupational requirements for which the
students are being trained; and occupational fitness workshops that
deal with attitudinal training, health and hygiene.
In explaining the structure of the model, the training of cleri-
cal personnel will be used as an example of how the model functions.
The training tasks are accomplished mainly through the use of teams
developed to administer, teach, research and learn specific projects.
*Action research can be defined as learning a way to make things
work by doing them and evaluating the outcome.
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A team can be structured in whatever way is needed; however, it will
usually consist of a teacher, administrator, student technicians and
student researchers. The number of students can vary from two to fif-
teen or twenty according to the task to be accomplished and the scope
of the training project. In every aspect of the training, emphasis
must be placed on heightening the trainees' self-concept by making it
clear that they can learn by doing and they can rely upon themselves
and their team members. They do not need experts; they need training.
Communication Skills Workshops
Communication skills workshops are designed to teach fundamental
written and verbal language skills. These classes consist of inten-
sive workshops where basic written and verbal skills are developed.
In the Affirmative Administration training program model, a first
order of business for educating and training urban adults is to teach
them to read, write and speak clearly and comprehensively. These
skills are sorely needed for economic and social mobility. Increasing
reading and writing proficiency alleviates the frustrations and bore-
dom that increases as members of the concentrated urban communities
fall farther behind the technological advances of American society.
The AA training model communication skills workshops are based on
the model developed at the Universxty of Massachusetts—Brooklyn Caieer
Opportunities Program (BCOP) in 1971-72. The BCOP model was designed
for urban minority adults who were enrolled as college students major-
ing in education. While all BCOP students were high school graduates,
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many had not been In school for a decade or more. The AA training
model is geared for urban minority adults who may have less academic
exposure; however, the BCOP workshop design is flexible enough to be
easily adapted to the AA program's students needs.
Approximately two hundred education paraprofessionals involved
in the BCOP four-year undergraduate program entered their second
year of college courses in 1971-72. There were those who needed
immediate help in written and verbal communication skills. The most
pressing needs were in grammar and composition writing. The Program's
administrators and the English instructors consulted on this problem
and initiated the suggested format as follows:
1. During a class period, the students wrote a one-page
composition on a given topic;
2. The instructors tabulated and categorized all the
mistakes made by class members in that particular
writing assignment;
3. The students were then divided into small groups on
the basis of the kinds of mistakes they were making;
4. Workshop sessions comprising four days of intensive
classroom work were initiated in which instructors
concentrated their attention on the problem areas
students had demonstrated.
In developing intensive workshops the necessity of
accelerating
the acquisition of basic language skills did not
create undue
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pressure because the classes were carefully structured to match the
students' abilities, class content, materials and teaching techniques.
The students had either met their instructors or been taught by them
before the workshops began. If a student did not relate positively
to an instructor in their regular English class, that student was
placed in another instructor's group for the workshop.
Instead of tension and pressure building during this period of
concentrated effort
,
a positive momentum grew out of the excitement
of the effort and progress being made by the students and instructors
3-like. People felt free to ask their questions relating to grammar
and composition without embarrassment. The tone of mutual inquiry
and accomplishment was set in a situation that demanded time and
energy without becoming burdensome. Joe Frost and G. T. Rowland
commented on pressure in the classroom in their book. Curricula for
the Seventies ;
Pressure is not necessarily the result of what or how
much is taught but results directly from inappropriate
teaching coupled with breakdowns in human relations.^
To enhance the teaching-learning process in the workshops each
BCOP English teacher was assisted by another member of the BCOP admin-
istrative or instructional staff. Utilizing the team approach allowed
for more and better exchange and feedback between students and staff.
It also allowed for individualized Instruction where needed.
Every day the instructors introduced a portion of the structural
fundamentals of composition and grammar. Exercises and discussions
emphasizing each aspect that had been introduced were developed and
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before the end of that period a written assignment based on the day's
lesson plus review data was completed and handed in. The lesson for
the next session was developed by the instructors on the basis of
the students' mastery of that day's written and oral work.
In the AA training program an important phase of the workshop
model is meeting the students' needs v;here they are and bringing
them to the understanding of basic communication skills as quickly
as possible and with as much reinforcement as the total program can
deliver. Subjects being developed and worked on in communication
skills would be further emphasized in the technical skills classes
and the microtraining sessions whenever possible. This process calls
for optimal communication among professional staff which the team
approach to teaching and learning can deliver.
The most obvious areas to be developed are reading and writing;
however, equal emphasis is placed on listening, speaking, labelling
and visual (non-verbal) communication. Spelling emphasis is
determined by the problems demonstrated by students in written
assignment and the vocabulary development necessary for future
specific occupational needs. The need for standard English must
be made clear. It is not a matter of sounding "uppish" or "white."
Black and Hispanic workers must build upon or develop parallel to
the dialect or language spoken in their homes the language of voca-
tional and educational institutions in order to understand and to
be understood by other speakers of the common tongue standard
English. In the workshop design the limitation of basic
communication
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skills is explained utilizing the following diagram;
Limited listening, speak- Undereducated or under-
ing, reading, and writing employed adult
abilities
>
f
Inability to express or Restricted educational
understand ideas clearly ^ or vocational opportunity
Affirmative Administration communication skills workshops* are
not designed to accommodate totally Illiterate adults. Although
some knowledge of reading and writing is required and development of
these secondary literacy skills is stressed, the overall scope of
this training is of necessity determined by the job for which the
student-trainees are being prepared, just as the curriculum content
would be determined by their occupational needs. Of equal importance
in any occupation are the primary literacy skills of listening to
hear and to comprehend and speaking to be understood when making
statements and asking questions. In this area the ability to label
is critical and therefore stressed throughout the AA training pro-
gram curricula.
Standard tools in teaching communication skills to adults are
the dictionary and the thesaurus. Again, the area of vocabulary
development is determined by the occupational skills requirements of
the student-trainees; however, all AA students would be exposed to
the basic rules for using reference works.
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The follovTlng 1-s an example of how several basic literacy skills
were combined in a lesson plan developed for the student-trainees of
the MOST Program to test a communication skills workshop curriculum
plan on urban adults involved in a training program.
Write It Right! Lesson Plan
Emphasis: Clarity in the writing of simple sentences
Training of dictionary use
Procedure: A student volunteer stands or sits in front of the
class. The class writes a description of her,
using simple sentences. The class should make at
least five descriptive points.
Example: 1. Dorothy Jones is standing in front of the
class.
2. Dorothy Jones is a MOST student.
3. Today Dorothy is wearing a green pants suit
and black shoes.
4. Dorothy is about 35 years old and is married.
5. Dorothy is a quiet, friendly person.
6. Dorothy is learning to be a good typist.
7. Dorothy wears an attractive wig.
8. Dorothy has three children.
Students read their sentences; other students comment and make
any correction needed. Explain that this exercise is to
develop
9A
skill in clarity of thought, and in expressing thought in a simple
sentence (a declarative statement) clearly as the first step in
writing effectively.
Explain that the second step introduces ways to express more
complex thought in writing. The students are asked to put several
thoughts about Dorothy together into one statement. A student
writes her simple sentence on the board; a second student corrects/
accepts it, adds a connective and completes the descriptive sentence
with her own thought.
Example; Dorothy is a MOST student, who has three
children and is about 35 years old.
The student will have to use connectives in order to produce
the completed thought. Discuss use of and, but, for, as, if, since,
because, while, although, on the other hand, after this, etc., as
words and phrases which hold thoughts together. Have students put
their sentences together using some of these connectives. This
process will develop sentences that begin and end properly, thus
discouraging run-on sentences and rambling thoughts.
To emphasize new words and various student’s contributions,
each student puts her sentence on the board using two different
colored chalks, one for her sentence and the other for any new word
she can include in her sentence.
Example; Dorothy was ECSTATIC about her perfectly typed
!
letter.
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Students will look up ECSTATIC and all other new words in the
dictionary each one has on her desk. (The dictionary should be used
every day in the communicaticn skills workshop as well as in other
classes. A strong statement on knowledge is power that must be
handed down from parent to child would be helpful. The point is
that it is Impossible for a person to learn all the words she needs
to know at work and in her social life, but it is possible for her
to learn how to find them as they become useful to her. A few words
should be assigned each day to be looked up, defined and used In a
sentence or two on a 3 x 5 vocabulary card. Word selection should
be based on students' interests, cues from them, and the occupation
for which the student is being trained. The dictionary contains
more than definitions of words. Introduce it as a book of informa-
tion that includes abbreviations, pronunciations, given names,
colleges, and directions for its best use.)
Students in the MOST program are being trained to work in an
insurance company, therefore the vocabulary cards might contain such
representative words as:
annuity
annual
certificate
rater
beneficiary
benefits
policy
agent
deceased
coverage
commercial
statute
injury
disability
underwriter
accounts
Writing exercises will reveal the words the students are finding
troublesome. These words should be used immediately in all classes
or as many as possible.
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Example: there-their want-won' t through-though-thought
Include these words in typing exercises, lectures, office practice
and language arts so that their correct usage and spelling will be
reinforced.
Using colored chalk, rhymes and phrases made the lesson more
like a game to the student-trainees
. The following rhymes and
phrases were developed by the author to help the students remem.ber
the points being made:
Detection precedes correction!
Their is like mine, except it does not belong to me.
There is a place I might want to see.
Too is also or more than enough.
Two is a number—the one plus one stuff.
To is about coming and going and such.
I won’t write want when I mean will not.
I want to write won’t and not want in the right spot.
The principal is a friend of mine.
The "e" in stationery stands for envelope!
If stationary has an "a" it means it won’t move.
It is through thought that I think!
Practice makes permanent—working at it makes perfect!
Speech improvement is self improvement!
The success of this approach depends upon the interest and coopera-
tion of the teacher-administrators. An aid to success is for teach-
ers to sit in on each other’s classes for short periods of time to
observe word reinforcement activities. Teachers need to be creative
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and sensitive to each other as V7ell as to the students. Flexibility
is a key in reinforcing words and attitudinal training, clarity of
aims is essential in good teaching.
Technical Skills Workshop
An important feature of the technical skills workshop in the
AA training model would be teaching the basic principles of each
skill and procedure as a foundation learning experience for the
student-trainee. After the basics are learned, the technical skills
as utilized by the hiring institution would be taught.
In the AA training model the teaching of technical skills for
clerical personnel would include such courses as typing, filing,
office machines, bookkeeping or business mathematics, and dictation/
transcription equipment use. If the hiring institution used certain
brands and models of typewriters and office machines, then emphasis
would be placed on learning to master those particular machines in
the training process. Also, procedures and materials would be
utilized in the training program according to the specifications of
the hiring institution as nearly as possible. This practice of
specialized training breaks down the barriers between training and
on-the-job procedures. The student-trainee would already know how
the company’s stationery was set up and what format was used in
typing a letter or a memorandum. In certain business firms,
especially those dealing with military contracts, the filing systems
I
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are of critical importance. The trained employee already aware of
the technical requirements of the numerical filing system would
possess invaluable skills as compared to the new employee who
possesses no specialized skills training in the maintenance and
utilization of the military numerical filing systems.
The AA training model could also be utilized to retrain or
further train employees. Students initially trained for jobs would
receive technical skills training along with their occupational
fitness and communications skills training. In each of these areas
fundamental principles are stressed and team projects are
designed to involve the student-trainees, instructors and admin-
istrators in the educational as well as the technical aspects of
developing a well-rounded, trained employee. It is not unusual,
however, for an employee to need retraining or further training
because of changes in their positions, the introduction of
new machines in their operations, or the development of a new com-
pany project or division. These and similar changes usually involve
promotions and new challenges for employees prepared to become
involved in some aspect of the new job situation.
For example, the company for which the AA training program is
preparing students has decided to publish a monthly journal. All
clerical trainees have been taught to operate a standard, electric
typewriter; however, the publishing office needs manuscript typists
for their publication tasks. They also want to utilize magnetic
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tape automatic typewriters (MTST) instead of regular electric type-
writers. Utilizing the AA training approach, employees assigned to
work in the publications office would receive further training in the
technical skills of manuscript typing and the operation of the MTST
according to the specialized requirements of the publishing office.
The Affirmative Administration training program administrator, instruc-
tor and student-employees would consult with the appropriate publish-
ing staff members to determine the scope and plans for the manuscript
typists' assignments involved in the publishing of the journal.
Included would be setting up the proper files for the publishing
effort, learning to type and store magnetic tapes for future use,
learning to prepare manuscript copy for the press and gaining some
basic knowledge of copyright law as it pertains to their work. All
of these jobs would not necessarily fall under the aegis of the manu-
script typists' responsibilities. It is important, hov/ever, that a
common understanding be reached through consultation on the overall
effort as well as the tasks the manuscript typists are assigned.
This team approach to the task at hand not only accomplishes
the primary issue of the specialized training of the MTST typists.
It also addresses the secondary task of defining the needs of the
nev; office and the ternary task of developing a common understanding
among all concerned regarding the personnel, hardware and organiza-
tional needs of the new project. This inclusive team approach helps
to define curricula in the Affirmative Administration training
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program beneficial to the organization growth of the hiring institu-
tion.
The differentiated training described above provides sorely
needed links between the training experiences of undereducated and
imdereraployed urban adults and businesses and industries contracted
to hire them. In the AA training model the hiring institutions'
involvement in training urban adults is not relegated to training
poor people to fill semi-skilled low paying jobs. Differentiated
training allows the company's involvement as well as the student-
trainee's involvement to be an open-ended negotiable proposition.
As noted in the example, a general office typist can receive further
training to become a highly skilled manuscript typist. The company
saves hiring dollars, the project director saves valuable time and
money because the typist is already specially trained to work for
the company. Most important of all, the urban adult has an open-
ended opportunity to learn more and earn more toward his major goal
—
job security.
Occupational Fitness Workshop
One of the most serious social pathologies of the central cities
of the nation is the gross deficiencies in health care delivery
_s0rvices. Among poor people consideration of the cost of available
medical and dental care too often precludes the quality and type of
care they receive. As food prices climb the same consideration
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deprives the urban low-income families of nutritious and v;ell-
balanced diets.
The health of the total person as related to physical fitness
has not gained a definitive place in the training programs for urban
adults. Some of the more forv/ard looking programs have provisions
for eye glasses, emergency facilities for physical ailments or
dental needs, and a physical examination requirement. But the
notion of involving the total person in a training process that
includes health, hygenic and attitudinal fitness as a part of
their program has not been properly dealt with in the concept of
training undereducated and underemployed urban adults.
The Affirmative Administration training model includes occupa-
tional fitness workshops to deal with three dimensions of the total
person—their physical health, mental health and attitudinal train-
ing. In these workshop sessions the students learn the personal
skills necessary to gain and maintain optimal physical, mental and
emotional well being. The workshops geared to teach nutrition,
personal hygiene, grooming and relaxation through simple exercise,
develop and reinforce positive attitudes by dramatically emphasizing
and encouraging the legitimate heightening of students self concepts
in a program that defines and supports good physical and psychological
health habits. Information related to disease, drugs, excessive
drinking and safety would also be covered in these sessions.
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In the occupational fitness workshop, informative large group
sessions would serve to discuss pertinent information on health
related topics and the vital aspects of total fitness. Filmstrips
and lecturers from relevant professions could be utilized. For
small group and individualized training, however, specialized
among professional staff members and possibly outside
consultants would be necessary to determine the scope and/or plans
best suited to effectively deal with the health and attitudinal
problems of the particular group of students being trained.
Physical, mental or emotional problems too serious for a person
to be considered employable would deter entrance into the training
program until such time as the conditions improved. For this reason
physical examinations and personal interviews are important
requirements for entrance into the AA training program. If the AA
training staff is aware of the health problems of the student-
trainees ameliorative steps can be taken throughout their training
experience and emphasized in the occupational fitness workshops.
Student-trainees who suffer from high blood pressure, diabetes,
asthma or other chronic ailments are often employable; however, they
become better employment risks during their training process when
their conditions are being dealt with instead of hidden.
For example, a guest dietician lecturing to the large workshop
group would cover pertinent material concerning the difference proper
diet makes as well as the nutritive value of the foods most common
to the student-trainees. Through consultation with the dietician
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and assi,c.tance fro., the professional staff members, overweight
participants could form teams as support groups to correct their
weight problems. If the problem of twenty of the participants was
obesity and eight of the twenty suffered from high blood pressure,
two teams would be formed of eight members and twelve members each.
The consulting dietician, occupational fitness instructors and
ps^i^t icipants would then develop a comprehensive plan. The
prescribed diets would take into consideration those who suffer
high blood pressure and those who are simply overweight. Exercise
sessions would be scheduled to enhance the participants' physical
fitness and weight loss as well as "rap" sessions to lend sustenta-
tion to the entire process.
The same total person approach could be used v/ith the student-
trainees who have a drinking habit. While the AA training model is
not geared to rehabilitation of problem drinkers, effective attitudi-
nal training for those v;ho may drink at the wrong times or use
drinking as a way of coping with their problems would be part of
the occupational fitness workshops. The emphasis would be on the
"rap" sessions and trained personnel from such groups as Alcoholics
Anonymous and Family Service Institute would be called in as con-
sultants if the teams working in this area felt they would benefit
from their participation.
A very real problem for working mothers is not only finding
appropriate day care facilities but also helping their families to
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adjust to the household changes brought on by their working
schedules. The occupational fitness staff could readily advise
parents of available local day care centers; however, family adjust-
ment problems would be most effectively handled In teams formed to
consult on that specific area of need.
When the training period is over, if the student-trainees
benefited enough from their workshop experience to want to continue
their mutual support teams on their own after training, the alterna-
tive may serve as a valuable transitional tool for adjustment as
employees.
In working through small group and individual problems in the
occupational fitness workshop teams, personal problems could be
brought out and dealt with. Not all problems would be solved, but
the training program's involvement in plans to work out a solution
could spell the difference in training employees who would be
forced to quit their jobs because of their problems and those who
would be able to overcome personal problems and stay on the job for
which they had been trained. In a training program for urban adults
conducted by Lockheed-Califomia Company in Watts, California, the
following was reported:
Many of our young trainees had outstanding warrants for
arrest on traffic violations when hired. Through the
efforts of our counselor, we were able to get 59 to 60
withdrawn by the court in return for arrangements for
the fines to be paid in weekly increments. Aside from
the personal benefits to these employees, the court
received $1,800 in fines that it probably would not have
received, and the taxpayers w^re saved the custodial costs
that result from non-payment.
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In occupational fitness workshops, the AA training program
model reaches out to deal with student-trainees through relevant
problem solving. In no way can one program be all things to all
people, but those stumbling blocks that stand between the urban
adult willing and able to work and the business or industrial insti-
tution who could hire and train them can and must be removed so that
people can be trained to develop the skills to get jobs, adjust to
the world of work and succeed in their occupations.
FROM MICROTEACHING TO MICROTRAINING
In keeping with the emphasis on participation in the AA
training model microtraining, a tool designed to develop specific
skills and procedures, can be utilized to enhance the various
areas of learning. The concept of microtraining is based on micro-
teaching. Microteaching is a scaled-down teaching encounter
utilizing a teach-critique-reteach process in a practice instruc-
tional setting. A teacher instructs a small group of students in
a five-minute lesson. In the lesson the teacher emphasizes a cer-
tain skill or technique. When the lesson is completed, the teacher
and his supervisor critique the teacher’s performance. Then, the
teacher reteaches the material to a second group of students and
attempts to incorporate the suggested improvements. If videotape
equipment is available, the teaching process is recorded and
played back for the critique which enhances the instant feedback
and reinforcement.
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Microteaching was developed at Stanford University in the early
sixties in the Secondary Teacher Education Program (STEP) under the
direction of Dwight W. Allen. Through its evolution, Dr. Allen and
his colleagues enhanced the training of liberal arts graduates who
were participants in STEP and needed to be motivated to learn more
about the teaching-learning process. Skills important to beginning
teachers were identified and isolated. Students were systematically
trained through the microteaching process in the utilization of
these skills so that when they entered the classroom as beginning
teachers they had developed a repertory of skills and techniques to
augment their teaching efforts.
Experienced teachers found the STEP raicroteaching clinic useful
for trying out new curricula and developing new instructional tech-
niques. In the decade that followed since the beginning of micro-
teaching the technique has been used in teacher training and the
development of supervisory techniques. It has also been used as a
research tool, especially in the study of student-teacher interaction
and teacher-supervisor relationships.
In January, 1969, Dwight W. Allen and Kevin A. Ryan prefaced
their book, Microteaching , with the following statement:
We hope that a good number of readers will come to the
book seeking ways to adapt the process to the training of
personnel for other professions and occupations.
Microteaching fulfills Allen's and Ryan's expectations through adapting
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this scaled-down teaching encounter to the Affirmative Administration
training model. Microtrainiug consists of several basic steps:
1. A training concept is studied by a team and models
are developed through consultation, research and
amplification of the idea to emphasize the concept
or skill;
2. Members of the team role play the concept and the
role play is videotaped;
3. The videotaped role play is critiqued by the team.
A teacher and administrator may lead this discussion
in an attempt to reinforce the concept not only to
the role players, but to the other team members as
well. Here all the flaws are discussed and
reworked
;
A. After the critique is completed and improvements are
defined, the team members role play the concept again,
and again it is videotaped;
5. After each role playing, there is a critique for
immediate feedback and positive reinforcement.
In preparing clerical student-trainees for office jobs, some
basic office procedures might be microtrained. For example, a team
could decide to work on telephone procedures and introductions at
the same time. Basics in these areas would be researched, role
played, critiqued, corrected and role played again.
108
The team might then write letters to invite local telephone
company public relations personnel to consult with them in a work-
shop on telephone procedures and manners in modern business practice.
Students would videotape the consultants’ workshop as well as make
all arrangements for their visit and follow-up. This may include
a visit afterwards to the telephone company or any number of other
possibilities which would familiarize the trainees with that local
business institution as well as accomplishing the more obvious tasks
of learning proper telephone procedures, specific business letter-
writing styles, and, most important, learning to attend to the
details involved in organizing and carrying out a project.
Microtraining provides a controlled setting for student-
trainees to work on the actual development of specific job skills
and procedures. An obvious asset is the reinforcement of learning
through instant feedback and the total involvement of all team mem-
bers. Also, videotaping the teams' efforts provides chronological
data on training approaches and techniques and their effectiveness
with defined personnel.
Unlike the leadership roles instructors and administrators
would assume with younger, more dependent learners, in the AA
microtraining model professional staff members facilitate the learn
ing process through consultation and whatever support measures are
necessary to accomplish the training project goal. Instructors
participate as team members who are responsible for keeping track
of
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project assignments, monitoring the student
-trainees’ progress and
completion of tasks. Administrators approve the assignment of
materials and special needs for projects (i.e.
,
rental of equipment,
reimbursement, transportation, etc.) as well as participating as a
consulting team member.
Field Testing the Microtraining Process
During the Fall Semester, 1973-74, microtraining was field
tested as a training technique at the Modern Office Skills Training
Program (MOST) of The Travelers Insurance Company of Hartford,
Connecticut.
The trainees participated in the microtraining field tests along
with the program director and administrator, three program instruc-
tors and one microtraining instructor-researcher (MTIR) . As MTIR
in the field testing sessions, the writer was able to try out lesson
plans designed to fit into the curricula of communication skills,
technical skills and occupational fitness workshops in a controlled
setting. The student-trainees were undereducated and under- or
unemployed urban adults preparing to enter clerical positions at
Travelers, the hiring institution.
The experiments were conducted once a week from the third to
the tenth week of the sixteen-week training period. The micro-
training procedure used throughout the series of training sessions
consisted of the following steps
:
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1. Presentation of a skill, technique or procedure;
'
2. Group consultation on the subject presented;
3. Videotaping of role played situation developed by
the group and/or staff member to demonstrate the
> technique or procedure in a work setting;
4. Videotape play back and group critique in which
®^88®®tions for correction and improvement were
invited;
5. Role play again videotaped incorporating sugges-
tions for corrections and improvements agreed
upon by the participants and group members
involved;
6. Videotape reviewed for immediate feedback and
positive reinforcement.
Session One: The Differences Between Adult Trainees and School
Children as Students
The initial session was conducted by the MTIR to the trainee
group as a whole. The major point stressed was the difference
between adult students in a training program and elementary or
secondary school children in a classroom. The differences were
delineated as follows:
Ill
Elementary and Secondary School
Children as Students
Adult Trainees as Students
Compulsory students who are
younger and less experienced
than the instructor. Tend to
be dependent learners.
Voluntary students who are
sometimes older and more
experienced in certain basic
aspects of life than instruc-
tor. Tend to become self-
directed learners.
Limited experiential accumula-
tion of factual life know-how.
Accumulation of know-how and
experience that can become
resources for training and
transference of knowledge
and skills.
Learning is geared to future
independence and acceptance of
responsibility. Motivated by
future payoffs of the educa-
tional process.
Motivation for learning is to
achieve new solutions to
social and economic problems
and make immediate gains
through application of new
knowledge.
Emphasis and discussion on the differences between adult
trainees and school children helped considerably to dispel any assump-
tions that the traditional teacher-school child hierarchical
relationship would be expected or utilized. After a lively discus-
sion on the differences between adult trainees and school children,
I
the students knew’ they would not be treated as children. The
instructor expected them to participate as adult trainees and would
respect their opinions and suggestions.
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The first session was most important because attitudinal train-
ing and definition was set into place at that time. Rules of com-
munication were discussed on which the students took notes. Name
plates were used tliroughout the session and participants were asked
to address each other by name. Practice of eye contact during con-
versation» non-verbal cues as communicators, speaking clearly, voice
projection and courtesy were discussed and demonstrated. As the MTIR
demonstrated the various skills, they were videotaped. Various stu-
dents were called upon to perform simple tasks as part of the ‘demon-
strations. The tape was played back and the trainees critiqued the
role play based on the communication fundamentals outlined in the
earlier discussion. This approach introduced the videotape equip-
ment with a minimum of self-consciousness. The students were
excited to see themselves on television.
Session Tvjq; Basic Work Habits for Efficient Office Personnel
The second session concerned the many good work habits involved
in becoming an efficient office worker. Five main topics were
developed for micro training
:
promptness, neatness, courtesy,
approachability and timing of requests and interruptions. An impor-
tant part of this session was the development of the actual role
playing through group consultation instead of by the staff members.
Once each concept was made clear and discussion among the trainees
was underway, the program administrator and MTIR facilitated
consultation as minimally as possible. Thei*e was no mention of how
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the discussion was to proceed; therefore, during the first portion
of the dialogue there were lapses in which questions from the
administrator or the MTIR were asked to stimulate discussion. As
often as possible, the questions referred to a point or implication
made by a trainee to which response and comment were invited. This
questxoning procedure allowed the staff members to maintain low
profile during consultation. It was necessary, however, to assume a
more leading role during the role playing and critique portions of
the session to maxntain an adequate flow of relevant discussion and
participation among the group at large.
Before the beginning of each of the following six sessions, a
review of the previous lessons was held. These reviews allowed the
staff to initiate objective discussions of problems the trainees
were having in their regular office skills and attitudinal training
classes in a constructive and reinforcing learning environment.
Thus, review discussions during microtraining sessions reinforced
the counseling work done by the program instructors and provided an
additional vehicle for emphasis and reiteration.
Session Three; Introductions in an Office Setting
The third session of the series dealt with the proper ways to
introduce people in an office setting and the importance of knowing
the names and titles of company officials, supervisors and fellow
employees as well as the names of departments and their functions.
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rne MTIR discussed the following rules of introduction:
1. An office worker introduces a caller to her
employer or supervisor by saying, "Mr. Employer
(or Supervisor), this is Mr. Visitor."
2. A woman's name should be mentioned first in an
introduction. When a group is being introduced,
the women should be named before the men.
3. If a caller is to work with an employee, the
employer (or supervisor) introduces the caller to
the employee.
4. When two members of the same sex are being intro-
duced to each other, it is complimentary for the
introducer to mention the name of the older or
more important person first. When two persons are
of almost equal age and importance, it is immaterial
which name is mentioned first.
5. When a woman is being presented to an older person,
it is complimentary for her to rise. In other
introductions in business , it is usual for the
woman to remain seated. She should always extend
her hand if the other person offers his or her
hand in greeting, saying simply, "How do you do."
After presenting these five basic rules of introduction, the
trainees dramatized various offibe situations in which
introductions
1
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were videotaped. In the critique that followed, such factors as eye
contact, speech clarity, voice projection and the use of the correct
rule of introduction for the particular circumstance were discussed.
For the second videotaping of the simulated introductions, the
trainees, working in pairs, were very enthusiastic and a sense of
competition developed among the teams. Seven role plays and
critiques were completed in which all fourteen trainees had partici-
pated and by the end of the afternoon, the introductions were letter
perfect.
Session Four; First Impressions and the Interview
The phase of office training dealing with interviews took two
sessions of two hours each to complete. The first session was
initiated by a lecture entitled, "First Impressions and the Inter-
view." The MTIR stressed promptness, grooming, courtesy, voice,
speech, timing and approachability as important requisites of an
Interview. After the lecture, the ensuing discussion developed
around the doubts and apprehensions the trainees felt about approach-
ing business and industrial institutions for jobs because of race
and class differences.' Among the trainees were eight Black women,
five Hispanic women and one Lebanese woman. All except one trainee
.was under thirty years old with ages ranging from two eighteen year
olds to one thirty~four year old. The majority were in their mid-
twenties .
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Some discussants admitted they had made the common mistakes of
taking friends with them to Interviews, not dressing properly because
they did not know they would be called into an office to talk to an
interviewer, or not filling out application forms completely. In
the majority of cases, however, the trainees felt their race, the
part of town they lived in, or their status as a welfare recipient
kept them from being considered for employment.
This session provided an excellent opportunity to discuss the
dynamics of race and class differences related to applicants ahd
job situations. The MTIR role played verbal and non-verbal cues
denoting an applicant’s approachability
,
unapproachability
,
coopera-
tion and general pointers of preparedness for the interview situa-
tion. Included in this session were breathing exercises to control
nervousness which the trainees were surprised to discover worked.
Since two of the trainees were scheduled for job interviews
in various departments of Travelers the following week, this session
proved especially timely.
Session Five; Don’t Put It in the Want Ads—I’m Here
For the second session dealing with interviews, a game format
was used. To play the game the following procedure was used. The
trainees met in a classroom where they were told by the MTIR that as
their names were called they were to go into the classroom next door
to play a game for which valuable prizes would be awarded to the
winner
.
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It! the game room videotape equipment had been set up. The
program administrator served as a judge. Two instructors equipped
with a timer and note pads for evaluations of each trainee’s per-
formance sat behind a table on which had been placed a sign,
"Hiring Team." Xeroxed sheets containing the following instructions
were given to the trainees as they came into the room and started
the game.
"THE NAME OF THE GAME IS:
DON’T PUT IT IN THE WANT ADS—I’M HERE
1. These two women are a hiring team for a large company. At
this company there is one job left to be filled. This is
an office position which will lead to a promotion and a
raise in pay if the person who fills it is a good worker.
No previous experience is required, but the person who is
hired must be a willing worker who can learn by doing.
2. You are to introduce yourself to the hiring team and explain
to them why you should be hired to fill this opening.
3. The hiring team will rate you on your introduction of your-
self to them, your voice, speech, general attitude and
your ability to sell yourself. Relax! Use your o\^n words
and ways to persuade them. You have two minutes to think
about it.
A. A beautiful prize will go to the person whose performance
is rated best."
Upon completion of their "job interviews" the trainees were
.given a second sheet of paper which they took into the lounge to
read and fill out. This form contained the following
instructions.
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"Please write what you sincerely feel in the space below.
If your answers are not real, they will be of no value
to anyone. You may consult among yourselves on your
feelings or you may work alone.
I feel that I am learning new skills and techniques in
the MOST Program. Also, I hope to be able to transfer
the skills and techniques that I use in my everyday
life to my new job situation.
Now that \<ie have spent the first few weeks in training
and I can see some of the things I will have to do to be
successful on my new job, I feel I need the most help
(1 through 6 were listed on the balance of the page with
a signature line at the bottom of the page.)
At the end of the session, the completed sheets were handed in. The
comments were tallied as follows;
with:"
Areas Wliere Improvement is Needed Number of Times Mentioned
Communication Skills
(English, speech, writing
vocabulary) 26
Mathematics ' 12
Typing 9
Filing 9
Keypunch 2
Total of comments made; 58
Number of sheets returned: 14
The videotaping of the "job interviews" was played back to the
entire group. Each performance was critiqued by the group and
the
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participating Instructors and administrator evaluated the strengths
demonstrated and the areas where improvement was needed. The evalua-
tions were completed the following day and it was necessary to award
not only a first prize but also two runner-up prizes for three
exceptional efforts that emphasized the pointers on which the trainees
had been drilled in the microtraining sessions.
Sessions Six, Seven and Eight; Individual Problem Solving
The last three microtraining classes were developed to assist
the trainees in their individual problem areas. Most of the work
done v;as on communication skills. These three sessions provided an
opportunity to correct grammatical errors and to clarify word usages
where needed. The most common problems were sentence structure and
word crutches (i.e., like, I mean, you dig, really, etc.). We also
worked on voice projection and eye contact.
The format used for these workshops was to first identify the
verbal communication or grammatical problem, discuss the ways it is
commonly used incorrectly (a process that became hilarious at times)
and then discuss the possible ways of correcting the error.
To emphasize good communication skills the group developed
three-to-five minute oral presentations on general topics Invoking
creative thought; i.e., "The World Is What We Make It," "Some
Thoughts I Want To Share," "My Favorite Memory." The talks
proved
valuable in developing self-confidence, spontaneous speaking ability
and correct word usage.
121
It was in these sessions that the value of videotaping was
keenly felt. For example, one trainee was very shy. She found it
difficult to participate verbally in the activities. When she did
talk she always covered her mouth with her hand which made it dif-
ficult to understand what she was attempting to say. During a
critique portion of a microtraining session, the MTIR pointed out
to her that she covered her mouth each time she spoke. She self-
consciously denied that she had this habit. Without pressing the
point, the MTIR suggested that the videotape from the last session
be replayed. Since the trainee had participated in that session,
the play back verified the allegation. The group included this
problem in the critique along with the points that other role
players need to change. One person slouched in her chair. Another
started each statement with "Like," or "I mean."
After identifying the areas where improvement was needed, the
roleplay was again videotaped. There was definite improvement. In
some cases it was meager, but the trainee who covered her mouth
found she could talk and even laugh without covering her mouth.
Some trainees continued to make the same mistakes after repeated
attempts to correct them; however, the videotape play back proved
Invaluable in verifying improvement, however slight it may have been.
By emphasizing the measure of effort made to gain that improve-
ment, morale was kept high. Also, by videotaping the MTIR could
discuss the play back instead of the trainee's personal shortcomings.
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a technique that provided a more neutral and objective format for
problem solving on an individualized basis.
S ummary
Microtraining is a practice in real technical, communication and
occupational fitness skills development that lessens the complexity
of normal business or industrial on-the-job training in time, scope
and size reduction. Models that emphasize a particular technique,
skill or attitude are developed in microtraining through a team of
professional staff and student—trainees consulting and researching
to prepare the model for role play. This collective creative effort
is a major factor in developing the self-directed learning patterns
emphasized in the Affirmative Administration training model. Self
help can be further emphasized in microtraining by having student-
trainees learn to operate and maintain the hardware used in the
microtraining laboratory.
Like microteaching, microtraining allows the student maximum
participation in developing his own learning competence in a safe
and supportive setting. Both methods are enhanced through the use
of videotape equipment, but it is not mandatory for the success of
either.
Microtraining provides new frames of reference and refinement
of training activities so that problems can be isolated, identified
and individually worked through. It serves to bridge the gap
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between training theories and the practice of procedures and skills,
and provide research possibilities for the training and management
of personnel.
CHAPTER V
STRIMARY AND RECOMMENDATIONS
In the preceding four chapters the need for successful urban
adult educational and training programs by undereducated and un- and
underskilled urban adults, the business community and the nation was
discussed. The primary focus of the discussion was Affirmative
Administration (AA)
,
an administrative model employed to organize
and construct adult educational and training programs. AA utilizes
a team approach among student-trainees, instructors and administra-
tors to implement coalition governance and transversal learning
between students and staff.
The following specific points are involved in the AA training
model
;
1. In order to prepare adults for open-ended employ-
ment opportunities, the training formula must
deal effectively with the total person.
2. To better learn the most effective ways to train
urban adult personnel, skills are developed through
consultation and work by task-oriented teams consist-
ing of student-trainees, faculty and administrators.
3. Through the AA team approach, hiearchical
relation-
ships are, in the main, replaced with the
transversal
learning process, a learning process through
which professional staff members make a conscious
effort to develop more effective ways to train
inner-city adults in over-arching groups formed
for consultation arid mutual incjuiry. Programmati-
cally, authority and subordinate roles are
relinquished in coalition governance, an alliance
of administrators, faculty and student-trainees
that deals with policy decisions.
The key to the success of an AA training model
is the way the program is administered. The
administrator must, on the one hand, utilize
established educational administrative principles
to organize the managerial and clerical areas of
the program and deal with all internal and external
administrative tasks efficiently. On the other
hand, the administrator must be a creative leader
who is innovative, flexible and able to communicate
to all involved an attitude of commitment and
belief in the program and its people. The adminis-
trator is a facilitator, consultant, coordinator
and, as a team member, a participating researcher
who sets the tone of mutual respect and mutual
inquiry.
125
5. Whether or not student
-trainees become motivated,
confident learners and responsible team members
depends almost entirely on the AA instructors'
abilities. Whether working in a large-group
workshop, on a team project or in an individualized
instruction situation, the AA instructor has to be
a first-rate professional educator, an exciting
and creative instructor and a secure individual
able to cope Vi/ith the challenge of dealing with
sophisticated urban adults through teaching,
facilitating and consulting. In recruiting
instructors, the training tasks of that particular
AA program would determine what areas of instruc-
tional specialization would meet programmatic
needs. The ability to work with and respect
different people with different values, a sense
of humor, a belief in oneself, and one's ability
to perform are the qualities important for AA
staff members.
As an administrative concept, the AA model can be used whenever
a group of people are involved in organizing and/or constructing
an administrative method or system that requires concomitant
levels
of task-oriented personnel. In this work the AA model
has not only
served as a system of delivery of skilled workers to
business
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xnstitutions, it has been conceived and planned as an on-going train-
ing laboratory, the main thrust of which is to better learn how to
educate and train un- and underemployed, undereducated urban adults.
To demonstrate the workability of some basic principles of the
Affirmative Administration training model, three prototypes of
successful urban training program.s have been cited—the University
of Massachusetts-Brooklyn Career Opportunities Program, Harlem
Preparatory School and the Modern Office Skills Training Program.
In 1970 the University of Massachusetts at Amherst, in conjunc-
tion wxth the New York Board of Educatxon, xnxtxated a most unicjue
four-year college program in the Bedford-Stuyvesant section of
Brooklyn, the Brooklyn Career Opportunities Program (BCOP)
. Over
two hundred students have received regular University of
Massachusetts courses at the Brooklyn site on a year-round basis.
In June, 1974, BCOP will have graduated over 150 students who are
academically prepared, experienced educators, all but two of whom
are Black or Hispanic, all of whom are residents of Model Cities
areas and most of whom will play a leading role in inner-city schools
as classroom teachers.
In opposition to the traditional hierarchical approach to
educational administration the BCOP administrative process utilized
•the task-oriented administrative team approach to successfully create
maximum flexibility and motivation among staff and students alike.
Strong linkages between the University and the BCOP students not
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only provided motivation over a long and arduous college career but
also limited the distance between the University's campus and the
Brooklyn site to a physical one.
Another producer of inner-city change agents can be found in
the Manhattan borough of New York City at the Harlem Preparatory
School (Harlem Prep). On October 2, 1970, this ungraded, open
classroom, secondary school opened its doors to provide college
preparatory training to early leavers from the regular school system.
The entrance requirements were a seventh grade reading ability and
freedom from drugs. Most students are low-income minority students.
Some are young and unmarried, some are veterans with families and
some are mature adults. All see Harlem Prep as a personal answer
to their need for a bright future through a new beginning legiti-
mately supported by administrators, faculty, and students who are
like themselves. The basic tenet of the School's administrative
policy is that decision-making should be consulted upon by all of
those v;hom the outcome effects; thus, students serve on the Board of
Trustees and their input is encouraged on every programmatic level
at Harlem Prep.
In spite of the fact that Harlem Prep has operated on a budget
where the cost of educating each student was only two-thirds of the
average cost per student in the New York City School System, the
lack of parent Institutlon(s) willing to adequately fund this
urban
educational prototype forced it to become a part of the
City School
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Syateiii in 1974. Fortunately, while it was still an independent
agency it proved that the potential of high school dropouts can be
channeled through a relevant educational program to a higher educa-
tional institution and, finally, back into the community ready to
make a contribution and prepared to pursue a meaningful career.
The third successful training program for inner-city adults
discussed was the Modern Office Skills Training Program (MOST) of
The Travelers Insurance Company of Hartford, Connecticut. This
six-year-old clerical training program sponsored by the Urban League
and Travelers enrolls low-income female student-trainees v/ho are
inadequately qualified for employment. Practically all are Black
or Puerto Rican, some of whom finished high school and many who did
not. Small classes provide the environment and individual instruc-
tion necessary to bridge the gap between office work preparation and
the daily problems of working women, many of whom are mothers as
well as heads of households. Realizing the MOST student-trainees
utilize their sixteen-week training period in an effort to better
themselves, the MOST staff considers each student a full partner in
their mutual training project. Curricula are designed to relate
positively to their personal and training environments. Each class
member shares and helps each other as in a family. Students are
encouraged to develop their unxque talents and through their
communication skills, office skills and basic education training
they begin to develop a self image strong enough to support their
entry into the clerical field.
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In analyzing BCOP, Harlem Prep and MOST as three prototypes
of urban education and training that worked with urban students,
positive traits common to all three programs are identifiable. Each
of the programs have short-term as well as long-range goals that
benefit the student-trainees, their families and their communities.
For BCOP students the short-term payoff is earning a living while
gaining years of experience in the classroom and at the same time
receiving free college training to qualify for the long-range goal-
becoming a certified professional educator of inner-city students.
For Harlem Prep students, the short-term payoff is the comple-
tion of high school and acceptance into college. The long-range
payoff is, of course, college training in a student's desired field
and the students' commitment to return to the inner-city and be of
service to its people.
For MOST student-trainees, the short-range payoff is being paid
to attend a training school which is a part of the company that will
hire them in clerical jobs with upward mobility. The long-range
payoff not only involves learning occupational skills that are
transferable and being trained to succeed, it also provides a support
system that allows for easy transition from welfare or dead-end
unskilled employment to the world of business and the primary labor
market
.
The administrators of these programs have looked for and found
ways to reinforce the basic tenet that their students are talented
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human beings whose potential can be developed through flexible,
humane and relevant administrative, educational and training proce-
dures.
In order to validate the AA training model construct as a
workable methodology for preparing urban adults to gain and maintain
occupational careers, the \^^riter conducted field tests. The setting
chosen was the MOST Program in Hartford, Connecticut and in a
modified way it was also implemented in the Brooklyn Career
Opportunities Program.
Microteaching to Microtraining
From the original microteaching concept developed by Allen,
et. al. at Stanford University, the author developed a training tool
termed microtraining. Microtraining provides a controlled setting
for an AA team to develop training concepts for role playing. Each
role play is videotaped. The videotaped role play is reviewed and
critiqued through team consultation. This process can be repeated as
often as necessary. Its attributes include immediate feedback,
positive reinforcement and a videotaped performance that provides an
ideal training vehicle for an instructor and/or team to work on
improving a technique or skill without inflicting personal affronts
to the person who is trying to improve their skill. Field testing
of the microtraining technique with student-trainees of the MOST
Program was highly successful and confirmed that this training
technique can be effectively used as a major asset in the
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aev-alopment of student participatory practice in self-directed
learning.
In conjunction with raicrotraining, three workshops provide the
basic structure for training in the AA model.
Communication Skills Workshop
The communication skills workshop teaches the primary communica-
tive skills of listening to hear and understand, speaking to be
heard and understood, and a most critical skill of labelling.
The secondary literacy skills of reading and writing are stressed.
While not geared for training totally Illiterate urban adults, the
AA communication skills workshop's scope of training in this vital
area includes learning the rudiment of English usage as a tool
necessary to function successfully in any occupational undertaking
worth training to achieve.
Technical Skills Workshop
The technical skills workshop provides differentiated technical
training geared to the procedural and skills demands of the job for
which the student -trainee is being trained. For example, if the
student-trainee were being trained for a clerical position, their
curriculum would include typing, filing, and all the office prepara-
tory courses necessary to fulfill the job requirement. Significant
in the AA model is the procedure of teaching student-trainees a
t
basic skill and/or procedure (i.e., the typing of a business
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or letter), and when the basic skill and/or procedure is learned,
the student-trainee is then taught exactly how the hiring institution
requires the skill or procedure to be done. This process defers
retraining at the beginning of the actual on-the-job experience.
The technical skills workshop, in conjunction with the AA
administrator and members of the hiring institution’s staff, could
be utilized to retrain or provide further training to employees
whose jobs demand the mastery of new procedures and skills. This
latentiated technical training process could be utilized to
standardize the particular training experience and facilitate
communication and efficiency during the introduction of new proce-
dures, new machines or new tasks.
Occupational Fitness Workshop
_
One of the most unique aspects of the AA training model is that
the training program addresses itself to the training of the total
person. In the model the occupational fitness workshop is designed
to assist the student-trainees in the development of consciousness-
raising techniques and skills that define and maintain beneficial
physical and psychological health habits. In order to determine
whether prospective student-trainees have physical, mental or
emotional problems too severe for them to be considered for training
and a permanent job, a physical examination and a personal interview
are prerequisites to the training program.
13^4
The occupational fltncas uorkchop utlllcea large group and sr„all
group (team) sessions. In the large group sessions topics related
to total fitness (l.e., nutrition, personal hygiene, grooming,
disease prevention and safety) would be dealt with. Careful planning
would precede the formation of small groups suited tor dealing with
the specific problems relevant to the students involved (i.e.,
obesity, drinking, family adjustments to a working mother's schedule,
day care, etc.)*
If a team developed a support system that was beneficial
,
.it
might prove feasible that the "rap" sessions continue after the
training program was completed. Neither occupational fitness work-
shop training nor the AA training program are designed to solve all
problems, but the realistic approach to training urban adults
cannot be limited to exclude real problems of real people trying to
make a major adjustment from failure to success.
Throughout the body of this treatise the historical perspective
of the urban poor, their need for training as well as this nation's
need for skilled workers have been described, discussed and
deliberated. The writer submits that the Affirmative Administration
training program model provides the major solution of a demonstrated,
effective training concept that is sorely needed.
As our technology becomes more advanced and our functionally
illiterate high school graduates increase in number, our economic
creditability gap, like Topsy, "just grows and grows."
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Answers to this precariously urgent and glossed-over prohlem
are not simple; however, there have been some progressive business
institutions astute enough to realize that AA is cheaper and
civicly more expedential than welfare, slums and the charred ruins
of their occupants' defeat and frustration. In the city of Hartford
The Travelers Insurance Company in conjunction with the Urban League
of Greater Hartford have proven that the business community derives
economic and social benefits by recruiting and training clerical
workers who would otherwise be in unskilled jobs or on welfare.
The public relations benefits alone make such a program profitable
and important as a business community venture.
If a business institution employed the AA training model and
used it to include not only clerical workers but skills training
for men and women which led to open-ended decent paying job oppor-
tunities within the company, the worker, the community and, most
especially, the business institution would reap untold benefits.
Business institutions could apply for government funding assistance
in the development of their Affirmative Administration training
programs. The budget should not only include monies for training
but also a stipend for trainees the amount of which would be
determined by the length and depth of the training experience.
Federal anti-poverty educational and training programs provided
a plethora of documented evidence that to tokenistically train poor
people to work in high-turnover, low-paying jobs that provide no
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personal satisfaction, and no commitnient from the employer or
employee, is a waste of tax monies and most important, a waste of
a potentially skilled worker's time.
In his book, MVLC.ation, Training and the Urban Ghetto
. Bennett
Harrison wrote:
Locked out of existing primary jobs by discrimination,
class bias and the institutionalized prerogatives of
primary labor, and segrated into the peripheral economy
with its secondary jobs and "irregular” means of support-
ing a family, the urban poor (and indeed the working poor
everywhere) need new j obs . These jobs must offer adequate
pay, promotional opportunities, and attractive benefits.
They must be stable jobs, and this stability may be exactly
what is needed to motivate the development among the
disadvantaged of new attitudes toward the "world of work."^
Affirmative Administration in an urban training program pro-
vides the methodology for training nev7 workers for new jobs. This,
however, is not the only way that the AA concept could be utilized
to organize and construct an effective programmatic model.
The AA concept could be ideally used to organize educational
and training programs for returning veterans. No group has a greater
need to be dealt with as total human beings with the potential to
learn and adjust while participating in a problem-solving, task
oriented process. The emphasis in AA on physical and psychological
fitness would enhance their ability to establish good habits through
self-directed learning in civilian life that were emphasized (posi-
tively or not) in their military careers.
While returning veterans want good jobs in the primary labor
market, they may not want to exchange long-term military
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institutional training for long-term education institutional training.
An AA program designed to educate and train veterans in communication
»
technical skills and occupational fitness would result in
skilled jobs with upward mobility in exchange for less than a year's
training with pay investment.
The AA concept could also be used in developing effective
rehabilitation programs for members of street gangs. Their training
experiences v/ould need to emphasize governance and learning through
consultation and self-directedness, and skills for the development
of physical and psychological well being to offset their background
and experience in dealing through the hierarchical organizational
patterns of gangs.
Wherever people are engaged in a process that requires consulta-
tion and universal participation in its goal to address the total
person, the Affirmative Administration concept is applicable.
Whether the people involved are urban poor, veterans or gang members
in a training program, or corporate bodies, labor unions or families
attempting to organize and construct a project the AA concept can be
effectively applied.
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appendix
CONCENTRATED EMPLOYMENT PROGRAM (CEP)
The format of this program is essentially a delivery system for
on goxngy existing programs. A major provision is an intake center
in designated indigenous areas for recruiting, counseling and prepar-
ing the recipient to participate in other manpower programs or job
placement.
Training may include motivational, attitudinal instructions and
grooming. Any individual sixteen years of age or over who would be
eligible for other public poverty programs can participate.
CEP is a Manpower Administration, U. S. Department of Labor
program which is sponsored primarily by Community Action Agencies.
Title II of the Economic Opportunity Act, Office of Economic
Opportunity is the primary vehicle for Community Action Agencies.
Additional support services are provided by State Employment Services.
The CEP Program enrollments declined from 238,000 in 1972 to an
estimated 97,000 in 1973.
JOB CORPS
A residential program of basic education, skills training and
citizenship attitudes for men and women between age 16 and 21, who are
out of school and out of work. The aim is to develop
motivation and
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job skills by a change in environment for the enrolloe, who is allowed
to develop at his own rate.
The three basic types of Job Corps centers are (1) civilian
conservation centers for men located in national parks and operated
by the Interior and Agriculture Departments; (2) centers for men,
established on unused military bases and other similar facilities
near urban areas; (3) centers for women located near urban areas;
(4) residential manpower centers located near or in cities, which
recruit, train and place youth entirely within their home area.
Accommodations for the youth participating includes room and
board, medical and dental care, work clothing, clothing and living
allowance and a terminal allowance of $50 for each month's satis-
factory service in the Job Corps.
.
Through the Manpower Administration, U. S. Department of Labor,
the centers are operated under contract with private industries,
state agencies and educational and social service agencies.
In 1973 the number of enrollees approximated the number of par-
ticipants of the previous year, 49,000.
JOB OPPORTUNITIES IN THE BUSINESS SECTOR (JOBS)
JOBS was created to place disadvantaged persons who need on-the-
job training and supportive seirvices in private industry jobs.
The program is sponsored by the National Alliance of Businessmen
(NAB) and the U. S. Department of Labor. NAB is responsible for
lAO
Ilndlng Jobs In private Industry. The Department of labor then con-
tracts to reimburse participating employers for extraordinary costs
Involved in training. After the trainees have completed the training
period, the company must hire them. Profit and non-profit organiza-
tions are areas which have the highest concentrations of hard core
unemployed and rank highest in priority for JOBS. NAB does not
provide jobs, but serves as the merchandising mechanism to encourage
business firms to participate in the JOBS program.
In 1970 unemployment rates rose. Firms cancelled JOBS contracts
and laid off the workers. Employers are paid subsidies during the
training period only.
NEW CAREERS
" This program was designed to train and place poor unemployed or
underemployed adults in para-professional jobs which would have
built-in levels of career advancement possibilities. To do so
required the redesigning of certain professional jobs in public
service fields, extracting those tasks which require no specialized
training, thus freeing the professional worker for those tasks which
did require specialized training.
The type or para-professional jobs created out of this program
were positions such as police aides, library aides, and social
service aides.
The New Careers program is funded by the Manpower Administration,
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Department of Labor, to public and private non-profit organizations,
and in some cases through CEP.
The "New Careers Movement," however, was shared with the
Department of Health, Education and Welfare under Title I, which
required the involvement of an educational aides training program.
This program's ultimate aim was to provide training and experiences
adequate for ultimate teacher certification.
The Department of Labor Public Service Careers program of v;hich
New Careers is a part showed an estimated 41 percent decline in*
enrollment in 1973.
OPERATION MAINSTREAM
Work training and employment projects, augmented by supportive
services, for chronically unemployed poor adults is the focus of this
program. It enables such persons to contribute to the betterment and
beautification of their communities by creating job opportunities
involving the management, development and conservation of parks,
highways, and recreational areas of federal, state and local govern-
ments and the improvement and rehabilitation of other community
facilities. Other job opportunities may involve the delivery of
social, health and educational services to the poor, where such work
experience and training can lead to permanent employment.
State and local government agencies, or private non-profit
organizations may sponsor projects under this program, with priority
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being given to the maximum enrollment of older people in rural areas
and small towns, although the program is open to adults who are 22
years of age or older with an annual family income below the poverty
line.
Operation Mainstreain is sponsored by the Manpower Administration,
Department of Labor. The Federal Government will provide up to 90
percent of the cost of the projects, while the remaining non—federal
contributions may be cash or in-kind including by not limited to
plant, equipment or services.
From a high of 65,000 in 1972, the enrollment in 1973 is esti-
mated at approximately 60,000.
SPECIAL IMPACT PROGRAM
..This program is a work-training experience program concerned with
the socio-economic problems of poverty-stricken urban communities or
neighborhoods. Its purposes are to (1) solve critical manpower
problems in urban slum areas with high concentration of unemployed,
underemployed or low income residents; (2) be of sufficient size and
scope to diminish the tendencies of these areas toward dependency,
chronic unemployment, and rising community tensions; and (3) help
structure and coordinate projects aimed at improving employment
prospects of neighborhood residents and the general welfare of the
neighborhood.
Any resident of the designated community who is at least 16 years
U3
of age, who meets the employment criteria and the members of lo^-
income families may participate. This program is generally sponsored
by both public and private organizations.
The Manpower Administration of the U. S. Department of Labor
contracts with local groups including business firms, to provide
funds and technical assistance to projects initiated, developed and
sponsored by these groups, defraying up to 90 percent of the costs of
such projects.
In 1967 this program was funded for 24.4 million dollars. In
1969 the funding was decreased to 10 million dollars.
WORK INCENTIVE PROGRAM (WIN)
The emphasis in this program is centered around raising the
employability of needy adults with primary focus on unemployed parents
of dependent children, including actual as well as potential recipients
of public assistance. It is social service related and family centered.
Participants receive maintenance grants, adult basic education, voca-
tional instruction, high school equivalency, work experience, child
daycare, medical care and supportive services related to employability.
Job training may be provided in the public and private sectors
in such occupations as nurses aides, hospital orderlies, clerical
and sales work, operation and maintenance of heavy equipment,
laboratory aides, teacher and library assistants, and a wide range
of service and trade occupations.
WIN is administered by the U. S. department of Health, Education
and Welfare which makes grants to state public welfare agencies for
projects at the community level in conjunction with the State
Employment Service. Business firms may be contractors, although the
majority of grants have been made to non-profit organizations.
There was a decrease in the number of WIN enrollees from 1972 to
1973. Presently, it is estimated at approximately 120,000.
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